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ABSTRACT
SERVICE WITH FRIENDS: THE INFLUENCE OF PEER INTERACTIONS AND
EMOTIONS IN COMMUNITY SERVICE EXPERIENCES

Jennifer Jill Kidd
Old Dominion University, 2006
Director: Dr. Shana Pribesh

Community service has increasingly become part of students’ educational
experience. It is seen both as a stand alone requirement and as a core component
integrated into course objectives. Much has been learned about the effects of community
service on students, but there remain unanswered questions. This study compares four
structures of mandatory community service differing in the amount of peer and faculty
interaction. It also examines the influence of students’ emotional reactions to community
service experiences. The participants for the study are college freshmen enrolled in a
required environmental course. Hierarchical regressions are utilized to explore the
influences of community service structure and other independent variables on four
student outcomes: community service attitudes, social and civic responsibility, academic
sense of belonging, and students’ evaluation of their community service experience.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

Students who participated in the model of service with the most peer and faculty
interaction reported more positive evaluations than students in other models. Students
who participated in activities that directly benefited others had more favorable outcomes
than students who engaged in activities that helped the community generally. Students
who experienced personal satisfaction, happiness, surprise, or guilt during their
community service reported more positive outcomes, while students who felt anger, fear,
or disgust while engaged in service had more negative attitudes.
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CHAPTERI
INTRODUCTION
The challenges facing higher education today are diverse and numerous. Students
have many options for how, when and where they’ll earn a degree. Institutions struggle to
meet the demands of these “consumer” students, nearly 25% of whom leave their chosen
institutions after only one year (ACT, 2005). Yet in this consumerist age, some
institutions are returning to an earlier mission, one that emphasizes students'
contributions to, rather than extractions from, society: the mission of civic education.
These institutions concern themselves with current trend of student disengagement from
civic life and focus on the need to involve students socially and emotionally in the
context of meaningful learning. This study explores community service as a vehicle for
civic re-engagement. It examines how institutions of higher education use community
service to foster social and civic responsibility, to create opportunities to for students to
work collectively with peers and faculty in activities that have “real world” significance,
and to provide experiences that engage students’ emotions as well as their intellects.

Problem Statements
1. There is a lack o f civic engagement in college-age students.
Civic participation is declining in America, especially in the area o f political
participation (Ehrlich, 2000). Younger Americans are no exception; they are even less
involved than older Americans. The Presidents’ Declaration on the Civic Responsibility
o f Higher Education describes students’ civic disengagement:
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A chorus of studies reveals that students are not connected to the larger purposes
and aspirations of the American democracy. Voter turnout is low. Feelings that
political participation will not make any difference are high. Added to this, there
is a profound cynicism and lack of trust in the political process (Ehrlich &
Hollander, 1999, ^[2).
The concern over young people’s diminishing civic engagement has promoted
many educators and institutions to call for a revitalization of the civic missions of higher
education. Parker (2003), for example, argues that the role of education is to produce
students that are deeply involved in service for the public good, rather than only in their
own self interests.
2. Institutions o f higher education suffer from low retention rates, particularly in the
freshman year.
Dewey considered American democracy and education to be intertwined. He
believed citizens should interact and learn from each other (Ehrlich, 2000). Recent
research supports Dewey’s instincts: peer interaction is positively correlated with
academic achievement, development and satisfaction (Mclnnis & James, 1995).Yet
interestingly, some studies have shown that many students hardly ever or never discuss
subject-related issues with their classmates (Mclnnis & James, 1995). Nearly a quarter of
entering college freshmen in the United States do not return for their sophomore year
(ACT, 2005). Researchers suggest that students leave because they’ve failed to interact
significantly with other members of the institution and feel a sense of separation from the
college community (Tinto, 1998).
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3. Affective aspects o f learning are largely ignored in higher education classrooms.
Affect - including emotional orientation - influences all aspects of cognition
including memory, attention, and decision-making (Adolphs & Damasio, 2001). It
determines “what we notice, what we learn, what we remember, and ultimately, the kinds
of judgments and decisions we make (Forgas, in-press). Affect determines how we
evaluate situations and provides our motivation to engage or not engage in activities.
Despite this knowledge, emotions are largely absent from studies of college classrooms
(Owen-Smith, 2004). Within educational institutions affective and social development
are viewed as separate and distinct from cognitive development and different departments
deal with these domains. This dualism is in conflict with holistic theories of how students
learn and marginalizes social and affective learning objectives.

Potential Solution: Service Programs
Service programs confront these three challenges to higher education by
embracing the goals of civic engagement and social responsibility, by promoting
retention through positive meaningful interactions with peers and faculty, and by
engaging students holistically by evoking their emotions.
Boyer (1987) called for the integration of community service into the
undergraduate experience. He emphasized the need for students to connect what they
learn in the classroom to their everyday lives; to view themselves as members of a larger
community; and to feel responsibility for their actions. He proposed service projects as a
means to do this. Service programs were seen as one way to reconnect students and
faculty to their communities and engage students in activities of public good.
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Service participation has been shown to be an effective tool for increasing
students’ sense of social and civic responsibility (Astin & Sax, 1998; Eyler, 2002; Eyler,
Giles, Stenson, & Gray, 2001). It typically includes peer interaction and promotes
student-faculty interaction (Astin, Sax & Avalos, 1999). Significant benefits have been
found to support the inclusion of service programs in institutions of higher education:
students report stronger faculty relationships; greater satisfaction with college; and are
more likely to graduate (Eyler et al., 2001).
The promotion of community service programs has emerged as a national agenda.
The last three presidents have all pursued legislation establishing community service
agencies. Likewise, educational institutions have shown greater interest and initiative in
involving students in service activities over the past two decades. Campus Compact, a
coalition whose primary goal is to promote the development of citizenship skills in
students through participation in community service, has grown to include over 950
colleges and universities since its formation in 1985.
Old Dominion University is joining the ranks of institutions concerned with the
development of future citizens. One way it addressed this civic mission and
environmental literacy was with the introduction of New Portals to Appreciating the
Global Environment (NewPAGE) in the spring o f 2005. NewPAGE is an
interdisciplinary course required for all freshmen that focuses on seven global
environmental themes. It requires students to participate in five hours of community
service to “promote environmental responsibility and to see the connection between
course work and its practical application” (NewPAGE Syllabus, Spring 2005, see
Appendix A).
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Service programs emphasize social and academic integration and accordingly
should promote retention. Tinto (1998) endorses activities that require students to be
actively involved with others while learning and the construction of educational settings
that promote shared, connected learning “so that students learn together rather than apart”
(p. 170). He emphasizes the importance of academic and social involvement particularly
during the first year when students are most likely to drop out, explaining that the more
students interact with each other and faculty, they more likely they are to persist.
Likewise, Chickering and Gamson’s (1987) “Seven principles for Good Practice in
Undergraduate Education” promote contact between students and faculty and activities
that develop reciprocity and cooperation among students. Service experiences typically
provide opportunities for peer interaction and student/faculty interaction. Furthermore,
service programs include academic and social learning goals, encouraging integration on
both levels.
Service seems a perfect fit to address the concerns of higher education. The
problem then becomes one of implementation. How should a service program be
structured to have the greatest and most beneficial impact on students? Many studies
have documented the effects of service programs on various student outcomes, but few
have examined the structure of service programs or the structure of the reflection
component that service practitioners use as a means to connect the service experience to
learning outcomes (Eyler, 2002). Furthermore, there do not appear to be any studies that
integrate an examination of the influence of students’ emotional experiences during
community service on desired student outcomes.
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Study Overview
This experimental study examines the relative effectiveness of different structures
for community service experiences. The structures differ in the amount of peer
interaction and student-faculty interaction that students are likely to encounter.
Specifically, students were assigned to either complete their community service
experience as a class project or as an individual activity, and students either reflected on
their service experience individually via a reflective essay, or they reflected individually
via a reflective essay and collectively, via an in-class discussion.
This study also investigates the extent to which students’ emotional reactions to
their community service experiences mediate the intended outcomes. Students are likely
to experience a variety of emotions during their community service experiences and these
may serve to color their interpretation of those experiences.
Four dependent variables are used to assess the impact o f the structure of the
community service project: students’ attitudes toward community service, their sense of
social/civic responsibility, their evaluation of their community service experience, and
their academic sense o f belonging. The study will investigate whether community service
structures that promote greater peer and faculty/student interaction have a stronger effect
on students’ attitudes toward community service such as their support for mandated
service. It will examine whether increased social involvement during the community
service experience promotes greater social and civic responsibility and a higher level of
sense o f belonging. Students’ evaluation of their community service experience will
suggest a measure of the effectiveness of the assignment and gauge the students’ interest
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in future volunteering. Finally, the exploration of the effects of students’ emotional
reactions will shed light on the role of affect in shaping students’ attitudes.

Context o f the Study
All the participants for this study were enrolled in the Spring 2005 semester of
NewPAGE: a mandatory, three-credit course for all freshmen and transfer students with
fewer than 12 credits. It consisted of weekly lectures led by ODU faculty and/or guest
speakers and two weekly discussion sessions led by graduate assistants (GAs). It focused
on current environmental issues, exposing students to topics such as climate change,
sustainable development, and environmental literature. As part of the course
requirements, NewPAGE students had to complete a community service project
including a five-hour service requirement, a one- to two-page reflection paper, and in
most cases, a reflective class discussion on the students’ community service experiences.
Students were assigned to one of four service models: either individual service, group
service, or no service; and either individual, or individual and group reflection on their
service experience. Students’ service endeavors were to address an environmental
concern, and they were provided with some assistance in selecting appropriate activities
via a website of volunteer activities and organizations compiled by an ODU employee.
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Research Questions
The four models o f community service were as follows:
•

Model 1: Group-Centered Projects with Class Discussion - Students planned and
performed their community service as a class and participated in a class reflective
discussion on their experiences;

•

Model 2: Individually-Directed Experiences with Class Discussion - .Students
selected their own community service activities and participated in a class
reflective discussion on their experiences;

•

Model 3: Individually-Directed Experiences with No Class Discussion- Students
selected their own community service activities and did not participate in a class
reflective discussion on their experiences; and

•

Model 4: No Service - Students completed an alternative assignment in lieu of the
community service assignment.

The influence of these four community service models were compared to answer the
following research questions:
1.

How does the structure of community service influence student emotional
reactions to community service experiences?

2.

How does the structure of community service affect student attitudes toward
community service?

3.

How does the structure of community service affect student evaluations of
their community service experiences?

4.

How does the structure of community service affect students’ academic sense
o f belonging?
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5.

How does the structure of community service affect students’ sense o f social
and civic responsibility?

6.

How do students’ emotional reactions to community service experiences
mediate the linkages between the structure of community service and students’
community service attitudes, community service evaluations, academic sense
o f belonging, and sense of social and civic responsibility?

The results from this study will inform both practitioners who are implementing
community service programs in higher education but also policymakers who are bringing
attention to the need for community service in postsecondary education. In Chapter Two,
the theoretical background and pertinent literature that underpins this study is discussed.
In Chapter Three, the methods used to conduct this experimental study are detailed. In
Chapter Four, the study results are presented and in Chapter Five, the ramifications of
this study on the higher education community are considered.
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CHAPTER II
LITERATURE REVIEW
Introduction
Civic and political participation are declining in college-age students (Ehrlich,
2000). Students report being disillusioned with the politics and political processes
(Ehrlich & Hollander, 1999). In response to this disengagement, many educational
institutions are renewing their commitments to civic education. Particularly, schools are
promoting service programs as means to promote social and civic responsibility and to
connect “real world” experiences to academic learning (Eyler, 2002). Service programs
have been connected to many positive academic and social outcomes, but little is known
about how best to structure service activities to maximize these outcomes (Eyler, 2002).
This experimental study examines the relative effectiveness of different structures for
community service experiences. The structures differ in the amount of peer interaction
and student-faculty interaction that students are likely to encounter. This study also
investigates the extent to which students’ emotional reactions to their community service
experiences mediate the effects of the various structures.

Theoretical Framework o f the Study
Two theoretical models that guide this study emerged as a response to the
literature on student retention. Through comparisons of students who dropped out from
college with those who persevered, researchers were able to discern what factors were
associated with retention. Several psychological, sociological and educational theorists
then postulated theories relating these factors to students’ integration or non-integration
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into college life. Two such theories are Vincent Tinto’s Student Integration Model and
Alexander Astin’s Student Involvement Theory.
Tinto’s Student Integration Model (1975) suggests that the stronger a student’s
individual level of social and academic integration, the greater his or her subsequent
commitment to the institution and to the goal of college graduation. Social integration
refers to an individual’s ability to develop congruency with some part of the social
system o f college and typically occurs through interactions with peers and faculty and
participation in extracurricular activities. Academic integration relates to academic grade
performance and intellectual development. Students are more likely to persist when they
are either socially or academically integrated and even more likely to persist if they are
both socially and academically integrated. Social integration can lead to academic
integration and vice versa suggesting that the two forms are reciprocal. Integration can
occur inside or outside the classroom.
Astin’s Student Involvement Theory (1984) extends Tinto’s work by focusing on
student involvement which he defines as “the quantity and quality of the physical and
psychological energy that students invest in the college experience” (p. 158). He relates
involvement to learning: the greater the student’s involvement in college, the greater the
amount of learning and personal development. Astin’s theory includes five basic
postulates:
1. Involvement refers to the investment of physical and psychological energy
in various objects. Objects range from the very general (the student
experience) to the very specific (preparing for a chemistry examination)
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2. Student involvement occurs along a continuum, students may be very
involved or have very little involvement with any given object
3. Involvement is both quantitative (how much time a student invests) and
qualitative (how effective the involvement is)
4. Student learning and personal development is directly related to the
quality and quantity of student involvement
5. Educational policies and practices are effective insomuch as they produce
or increase student involvement.
Follow up studies by Astin and other researchers (e.g. Astin,1993; Pascarella &
Terenzini, 1991) provide evidence that many forms of involvement lead to positive
outcomes, but the most potent forms of student involvement are academic involvement
(e.g. time spent studying), interaction with peers, and interaction with faculty (Astin et
al., 1999).
Tinto (1998) later built on Astin’s work by suggesting implications for higher
education. He promotes the formation o f organizational structures and activities that
require students to be actively involved with others while learning and the construction of
educational settings that promote shared, connected learning “so that students learn
together rather than apart” (p. 169). He emphasizes the importance of academic and
social involvement particularly during the first year when students are most likely to drop
out, explaining that the more students interact with each other and faculty, they more
likely they are to persist. He also points out the importance of promoting interaction in
the classroom as commuting students may not have opportunities for out-of-class
activities.
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John Dewey’s educational philosophy serves as a guidepost for the service
movement. For example, Thomas Ehrlich considers Dewey’s ideas on the role o f higher
education in promoting civic involvement, “Dewey viewed American democracy and
education as inexorably intertwined.... he conceived of our democratic society as one in
which citizens should interact with each other, learn from each other, grow with each
other, and together make their communities more than the sum of their parts” (Ehrlich,
2000, f l 6). Dewey’s doctrine that “school is primarily a social institution” and that
experience is education (Dewey, as cited in Bruffee, 1995, “Constructive Conversation”)
parallel beliefs o f those who support social and emotional learning as being part and
parcel to students’ overall learning and development.
This investigation addresses the constructs presented in Tinto’s and Astin’s
theories in several ways. First and foremost, this study addresses community service.
Community service experiences are purportedly a vehicle for promoting holistic
education of students, addressing cognitive, social, and moral development. Service
“connects thought and feeling in a deliberate way, creating a context in which students
can explore how they feel about what they are thinking and what they think about how
they feel” (Ehrlich, 2000,1[13). Courses requiring service components may require
suspending traditional divisions between student affairs and academic affairs and
between academic departments for the purpose of providing students educational
community experiences that are not artificially confined by structural or disciplinary
distinctions (Hollander, Saltmarsh, & Zlotkowski, 2001). Service participation has been
positively associated with cognitive and social outcomes, including time devoted to
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academic endeavors. It is also likely to include peer interaction and promote studentfaculty interaction (Astin et al., 1999).
Secondly, the study examines different structures for community service
experiences. The structures being tested are likely to relate to the amount of peer
interaction and student-faculty interaction that students encounter. Specifically, students
were assigned to either complete their community service experience as a class project or
as an individual activity and students either reflected on their service experience
individually via a reflective essay, or they reflected individually via a reflective essay and
collectively, via an in-class discussion. Theoretically, students who performed their
service activities with their classmates would have had increased opportunity for both
peer interaction and student-faculty interaction (the graduate assistant discussion leaders
accompanied the students on the class community service activities). Likewise, students
who participated in the reflective class discussions would have had greater opportunity
for peer interaction in a learning/sharing context. In both cases, the students’
opportunities to learn together would have been increased.
In his discussion of the qualitative and quantitative aspects of student
involvement, Astin asks: “To what extent can high quality involvement compensate for
lack of quantity?” (1984, p. 527). The NewPAGE service requirement was just five
hours. Many service programs with documented benefits have durations of 20 or more
hours. This study also seeks to determine if there is a qualitative feature of the
community service structure that leads to positive outcomes despite the five-hour
constraint.
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Next, the study examines the impact of the structure of a community service
project on students’ attitudes toward community service, their sense o f social/civic
responsibility, their evaluation of their community service experience, and their sense of
belonging. These dependent variables used to assess the impact o f the community service
project incorporate Astin’s and Tinto’s theories. In particular, sense of belonging relates
to students’ social and academic integration. Students who are more integrated are likely
to report greater sense of belonging. Students evaluation o f their community service
experience will suggests a measure of the effectiveness of the students’ involvement, i.e.
the quality of the involvement. Students’ attitudes toward community service and their
sense of social/civic belonging may indicate whether increased opportunities to interact
and learn together affected their overall desire to help others.
Dewey, Tinto and Astin all support the notion of holistic education, addressing
the social as well as academic aspects of learning. This study examines the effects of
emotions on student development. Specifically, it tests whether students’ emotional
reactions to their community service experiences impact the intended outcomes: Do the
emotions students experience during community service influence their community
service attitudes, social/civic responsibility, evaluation of community service experience,
and sense of belonging?

Recent History o f Community Service in the United States
The past fifteen years have marked a period of renewed interest in promoting
community service at the national level. Presidents George H.W. Bush, Bill Clinton and
George W. Bush have all pursued legislation establishing community service agencies.
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George H.W. Bush signed the National and Community Service Act o f 1990 leading to
the creation of a new independent federal agency, the Commission on National and
Community Service. This commission was incorporated into the Corporation for National
and Community Service in 1993 under President Clinton’s National and Community
Service Trust Act of 1993. The Corporation was then charged with administering three
newly established programs: Senior Corps, AmeriCorps, and Learn & Serve America. In
2002, George W. Bush announced the creation o f USA Freedom Corps, a coordinating
council to bolster a culture of service, and a Citizen Service Act to strengthen the
programs administered by the Corporation for National and Community Service.

Service Programs in Education
Likewise, educational institutions have shown greater interest and initiative in
involving students in service activities over the past two decades. The first national
student-led community service advocacy group, Campus Outreach Opportunity League
was formed in 1984. In 1985, the presidents of Brown, Georgetown, and Stanford
Universities, and the president of the Education Commission of the States formed
Campus Compact, a coalition whose primary goal is to promote the development of
citizenship skills in students through participation in community service (Campus
Compact, 2005). In 1992, Maryland became the first state to require participation in
service activities for high school graduation (Titlebaum, Williamson, Daprano, Baer &
Brahler, 2004). Between 1995 and 1997, $10 million was awarded to 500 higher
education institutions implementing community service programs through Learning and
Serve America Higher Education (Gray, Ondaatje & Zakaras, 1999). In 1999, Governor
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Gray Davis challenged all o f California’s public institutions of higher education to
establish a community service requirement. About the same time, California State
University Monterey Bay was founded as the first comprehensive state university
requiring service for graduation (Titlebaum et al., 2004). In 2001, the first international
conference in service-learning (a pedagogy linking community service to curricular
objectives) research was held in Berkeley, California (Titlebaum et al., 2004). By 2000,
eleven states were officially encouraging service-learning as a pedagogy for improving
K-12 students’ achievement and engagement, and six states included service-learning in
their state standards (Education Commission of the States, 2001). As of 2004, Campus
Compact had grown to include over 950 colleges and universities and their member
reports indicate that student participation in service activities is on the rise. Thirty-six
percent o f students at member colleges were involved in service activities and 80% of
member institutions reported strong institutional support for service-learning (Campus
Compact, Annual Service Statistics, 2003, 2004).
Many other national organizations are involved in the movement to combine
service and education including American Association for Higher Education, Council of
Independent Colleges, Council for Adult Experiential Learning, National Society for
Experiential Education, National Youth Leadership Council and Partnership for ServiceLearning (Bringle & Hatcher, 1996).

Community Service vs. Service-learning
While the incorporation of service activities generally in educational institutions
is on the rise, it is important to make distinctions between two terms which although
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distinct are often conflated. Throughout the literature, "community service" is used as a
more general term, referring to service activities done to promote the welfare of
communities and their inhabitants; "service-learning" is a more specific term referring to
an educational method which ties community service activities to specific learning
outcomes.
The Higher Education Act of 1965, as amended by the Higher Education
Amendments o f 1992, and the Higher Education Technical Amendments of 1993 defines
community service as:
"services which are identified by an institution of higher education, through formal or
informal consultation with local nonprofit, governmental, and community-based
organizations, as designed to improve the quality of life for community residents,
particularly low-income individuals, or to solve particular problems related to their needs,
including:

1. such fields as health care, child care, literacy training, education (including
tutorial services), welfare, social services, transportation, housing and
neighborhood improvement, public safety, crime prevention and control,
recreation, rural development, and community improvement;
2. work in service opportunities or youth corps as defined in the National and
Community Service Act of 1990;
3. support services to students with disabilities; and
4. activities in which a student serves as a mentor for such purposes as tutoring,
supporting educational and recreational activities; and counseling, including
career counseling” (1998, Section 441c).
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Service-learning includes student participation in community service, but adds
learning objectives tied to a particular course of study. It is a teaching methodology that
integrates experiential and academic learning. The National Service Learning Clearing
House provides this example of the distinction:

Service-learning combines service objectives with learning objectives with the
intent that the activity change both the recipient and the provider of the service.
This is accomplished by combining service tasks with structured opportunities
that link the task to self-reflection, self-discovery, and the acquisition and
comprehension of values, skills, and knowledge content.... If school students
collect trash out of an urban streambed, they are providing a service to the
community as volunteers; a service that is highly valued and important. When
school students collect trash from an urban streambed, then analyze what they
found and possible sources so they can share the results with residents of the
neighborhood along with suggestions for reducing pollution, they are engaging in
service-learning (n.d., “What is Service-learning?”).

In its Essential Service-Learning Resources Brochure (2002), Campus Compact offered
several definitions from organizations and respected individuals in the field of servicelearning:

Service-learning seeks to engage individuals in activities that combine both
community service and academic learning. Because service-learning programs are
typically rooted in formal courses (core academic, elective, or vocational), the
service activities are usually based on particular curricular concepts that are being
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taught (Furco, 2002, p. 25 as cited in Campus Compact, 2002).

Service-learning is a teaching method which combines community service with
academic instruction as it focuses on critical, reflective thinking and civic
responsibility. Service-learning programs involve students in organized
community service that addresses local needs, while developing their academic
skills, sense of civic responsibility, and commitment to the community (Campus
Compact National Center for Community Colleges, as cited in “Definitions of
Service-Learning”).

Weigert (1998) specifies several elements that distinguish service-learning from
other practice and pedagogies: students provide a meaningful service that meets a need or
goal defined by the community; the service flows from and into course objectives and is
integrated into the course by means of assignments that require reflection on the service
in light of the course objectives; and the assignment is assessed and evaluated.
Service-learning then combines service objectives with learning objectives.
Schools and teachers are involved in planning and organizing service events;
communities and those being served often are also often included in the planning. The
service experiences are meaningful to the community and there are clear connections
between the service work and the curriculum. Classroom activities often precede and
follow service activities in order to help students understand the relevance of their
service. Students participate in reflection activities to process and evaluate their
experiences. By contrast, community service does not require any direct connection to a
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curricula or its academic learning objectives. Community service may be included in a
course or institution as a stand-alone requirement.

Service Programs in Higher Education
The idea of incorporating community service experiences into education did not
originate in the past two decades; the seeds of the service-learning movement were
planted over a century ago by education philosopher and prominent thinker, John Dewey.
Dewey is credited for laying the intellectual foundations for service-learning. Thomas
Ehrlich explains the influence: “The basic theory o f service-learning is Dewey’s: the
interaction of knowledge and skills with experience is key to learning. Students learn best
not by reading the Great Books in a closed room but by opening the doors and windows
o f experience” (Ehrlich, 1996, Forward).
Kezar and Rhoads (2001) identify Dewey as the “founding voice” of the servicelearning movement and explain how the practice evolved from Dewey’s belief that
philosophical dualisms, such as the distinctions between the mind and body, and the
spiritual and the material worlds, resulted in artificial distinctions between such things as
doing and knowing, emotions and intellect, and experience and knowledge. They suggest
that educational institutions, following in the traditions of this dualistic thinking,
established dualistic values and structures, for example, cognitive development is viewed
as separate and distinct from affective or social development. Accordingly, different
structures within educational institutions deal with students’ academic and students’
social endeavors, namely the offices of academic affairs and student affairs. This dualism
conflicts with holistic theories of how students learn and often serves to marginalize
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social and affective learning objectives. Kezar and Rhoads (2001) contend that servicelearning programs should aim to dissolve these artificial divisions. Service-learning
integrates cognitive and affective learning outcomes; students are emotionally and
intellectually affected simultaneously. Students learn by experiencing, by doing. They
promote service-learning as a return to Dewey’s progressive educational vision.
Dewey is not the only prominent figured credited for influencing the servicelearning movement. Other inspirations include William James’ vision of mandated non
military national service explained in his 1920 essay, “The Moral equivalent of War”;
The Civilian Conservation Corps created by Franklin D. Roosevelt in 1933; and the
establishment o f the Peace Corps by President John F. Kennedy in 1961 (Titlebaum et al.,
2004).
Since the idea o f integrating service in education has been around for a century,
researchers have speculated about the causes for the recent increase in service initiatives
in higher education. Kezar and Rhoads (2001) cite three criticisms that may have served
as catalysts: lack of curricular relevance; changing roles of faculty due to a greater
emphasis on research; and higher education’s lack of responsiveness to public concerns.
Boyer’s report College: The Undergraduate Experience in America (1987) addressed the
first point. It called for the integration of community service into the undergraduate
experience. Boyer emphasized the need for students to connect what they learn in the
classroom to their everyday lives; to view themselves as members of a larger community;
and to feel responsibility for their actions. He proposed service projects as a means to do
this. In addition to pressures to make the undergraduate curriculum more relevant, the
increasing pressure on college faculty to publish may have spurred service programs.
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Service-learning programs, as a new and innovative pedagogy, invite opportunities for
research and evaluation. Finally, literature from the 1980s and 1990s suggests students
and faculty alike were somewhat apathetic or disengaged from civic activities and public
concerns (Harkavy & Benson, 1998; Weigert, 1998) and education was seen as both a
culprit and a panacea. The Kellogg Commission on the Future of State and Land-Grant
Universities, for example, describes a “public frustration” with higher education
institutions that are “unresponsive”, “out of touch and out of date.” It calls for higher
education to engage in its local communities, becoming “even more sympathetically and
productively involved” (1999, “Returning to Our Roots: The Engaged Institution”).
Service programs were seen as one way to reconnect students and faculty to their
communities and engage students in activities of public good.
Institutions implementing service-learning programs have been steadily
expanding their offerings and are reporting positive effects. Campus Compact, a national
coalition of more than 950 college and university presidents conducts an annual survey of
its members. Recent trends in their data suggest overall growth in service-related
programs. Over the last five years, student participation in service, the number of faculty
teaching courses with service components the number and types of service programs
offered, and institutional support and infrastructure for service programs have increased
(Campus Compact, 2004 Service Statistics). Significant benefits have been found to
support the inclusion of service programs in institutions of higher education: students
report stronger faculty relationships; greater satisfaction with college; and are more likely
to graduate (Eyler, et. al. 2001). Furthermore, participation in service projects may
strengthen university community relations and communities report high levels of
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satisfaction with student volunteers and an increased ability to reach recipients and
improve the quality o f the services offered (Gray, Ondaatje & Zakaras, 1999).
Despite these documented benefits, the service-learning movement is propelled by
a relatively small number o f faculty members. In general, there is still widespread
resistance to service programs within academe, particularly from tenured faculty, and
some faculty view service-learning as “less rigorous than other pedagogical approaches”
(Gray et al., 1999, p. 19).The dualistic distinction of affective versus academic learning
resurfaces here and is reinforced by the tendency o f many institutions to house service
program offices within Student Affairs rather than Academic Affairs (Gray et al., 1999).
Furthermore, service-learning places demands on faculty that are both extensive and
outside the regular domain o f course instruction, such as establishing partnerships with
community organizations (Ward, 1999). Compounding the problem of minimal faculty
support is a lack of financial support. Although Campus Compact reports $4.45 billion in
student service contributions to communities in 2004 and increased fiscal support for
service program among member institutions, many schools have to rely on temporary
funding, like grants, to support their service programs. Without such outside assistance,
many institutions are unable or unwilling to provide the funding necessary to support
faculty in the implementation of service programs. Institutions lacking strong support
from head administrators are particularly vulnerable to these financial woes (Gray et al.,
1999).
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Service Programs in Environmental Education
Environmental projects are common community service activities. Eighty-four
percent o f Campus Compact members reported offering an environmental service project
(Campus, Compact, 2003 Service Statistics). About 50% of Learn and Serve America
Higher Ed grantees had environment-related service programs (Gray et al., 1999).
Additionally, service-learning is increasingly included as a pedagogical method for
courses in environmental studies (Ward, 1999).
The types of service experiences and the course models vary within
environmental studies programs, but two designs seem to dominate. Courses tend to be
either upper-level and devoted to a single environmental concern which include more
specific and challenging service opportunities, or courses link students with elementary,
middle or high school students participating in cooperating environmental education
programs where the service is related to working with the classroom teachers (Ward,
1999). The goals o f environmental education and service-learning seem to overlap, both
promoting social and civic responsibility (Covitt, 2002), so the inclusion of service
programs in environmental studies programs is not surprising.
Service experiences may also be seen as a mechanism through which
environmental studies programs are able to achieve their goals. Solutions to
environmental problems require the integration of skills and knowledge from a variety of
disciplines (Kormandy & Corcoran, 1997). and many environmental studies program
may have difficulty providing instruction in all relevant subject areas. Service projects
can provide a meaningful context for integrating the otherwise segregated information.
Additionally, they can help students recognize gaps in their knowledge and guide them
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toward appropriate courses (Ward, 1999). Environmental Service-learning programs may
also improve students’ ability to cooperate, give them a sense of satisfaction, help them
identify with their communities i.e. develop a “sense of place”, and provide a forum for
students to communicate with their communities (Ward, 1999). The University of Oregon
Eugene, Indiana University Purdue University Indianapolis, Dartmouth College, Loyola
University of Chicago, Brown University, the University of Pennsylvania, and the
University o f Michigan Dearborn are a sampling of the institutions that integrate servicelearning into their environmental studies programs.

Goals o f Service Programs
Service programs have a wide variety of goals encompassing effects on students,
faculty, colleges and institutions, and communities. Desired student effects generally fall
into five categories: personal outcomes, social or citizenship outcomes, learning or
academic outcomes, career-related outcomes, and institutional relationship outcomes.
Personal outcomes relate to goals of self-development such as promoting self-efficacy;
leadership; communication skills and the ability to work well with others; spiritual
growth; and character education. Social or citizenship outcomes include social
responsibility; commitment to service; civic understanding, participation and citizenship;
reducing stereotypes; and facilitating cultural and racial understanding. Learning or
academic outcomes relate to both content-specific course objectives such as water
analysis techniques and more general academic skills such as writing, critical thinking
and problem analysis. It also includes students’ ability to apply academic concepts to
“real world” situations. Career-related outcomes range from selection of a major, to the
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formation of networking connection with prospective employers, to the acquisition of
needed job skills. The desired outcomes concerning the relationship of students to their
institutions include retention rates, measures of college satisfaction, and relationships
with faculty (Eyler et al., 2001; Ward, 1999).
Categorizing student outcomes into these five domains or even into two
categories affective (personal and social outcomes) and cognitive (academic) may
reinforce the artificial dualism referred to earlier and may therefore be criticized by some
proponents of service-learning. For example, if service-learning helps students develop
more accepting attitudes toward cultural differences, personal, social and academic
learning are likely occurring simultaneously. A student would become more aware of his
or her own beliefs and preconceptions (personal learning), would be more knowledgeable
about cultural differences among cultures and subcultures and be better able to analyze
issues facing these cultures (academic learning), and as a result develop new attitudes
toward people o f that culture (social learning). Some would therefore argue that the
distinctions between types of outcomes is artificial and potentially an impediment to the
development of good service-learning programs (Kezar & Rhoads, 2001).
Student outcomes are featured prominently in studies of the effects of service
programs, but some attention is paid to impacts on faculty, institutions and communities.
In particular, goals for faculty include integrating service-1 earning projects into curricula,
increasing levels of service and focus on community issues, conducting research on
service-learning, and satisfaction with quality of student learning in service-related
courses (Campus Compact, 2004; Eyler et al., 2001; Ward, 1999). For institutions, the
outcomes include institutional commitment to service, the quantity and breadth of service
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programs, student retention, and community relations (Campus Compact, 2004; Eyler et
al., 2001; Ward, 1999). Outcomes for communities address satisfaction with student
services, usefulness of the services provided in terms of the organization’s ability to meet
its goals and serve its population, and relations with cooperating educational institutions
(Campus Compact, 2004; Eyler et al., 2001; Ward, 1999).
Irrespective of the emphasis of a particular service program, it is important for a
goal to be established and stated. Effective programs “articulate clear service and
learning goals for everyone involved” (Honnet & Poulsen, 1989, Preamble). Stated goals
promote institutional and faculty support by helping others understanding the purpose of
service programs and how they further student learning (Schneider, 1998/9).
The mission of American higher education has been tied to the civic mission of
the country since the founding of the first university (Boyer, 1994). Some argue that
educational institutions have moved away from this mission in recent years, especially as
emphases have switched to standards, accreditation and research (Boyer, 1990; Ehrlich &
Hollander, 1999; Kezar & Rhoads, 2001). Lately, there have been calls reigning
education back to its original civic mission. Parker (2003), for example, argues that the
role of education is to produce students that are deeply involved in service for the public
good, rather than only in their own self interests. The Wingspread Conference challenged
research universities to engage more fully in service to their communities (Boyte &
Hollander, 1999). The Presidents' Declaration on the Civic Responsibility of Higher
Education is a commitment o f higher education to civic purposes signed by 536 college
and university presidents. It acknowledges students’ apathy toward civic engagement and
accepts responsibility for changing those attitudes. It challenges higher education to “re-
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examine its public purposes and its commitments to the democratic ideal... and to
become more engaged, through actions and teaching, with its communities” (Ehrlich &
Hollander, 1999).
The mission statements of most colleges and universities include a commitment to
service and civic participation, but too often these ambitions are not realized (Boyer,
1994). Those who do take initiative to renew their commitment to the original civic
mission identify three strategies for accomplishing this goal: “a rigorous focus on
education in democratic values and citizenship, formation of collaborative communityuniversity partnerships, and promotion of service learning” (Hutchison, 2001,
Introduction).
Recent environmental stressors including poverty, population growth, global
warming, and a surging oil demand have led humanity to reach what Scientific American
called “a crossroads for planet Earth” (September 2005, cover) and the civic mission of
educational institutions seems all the more pertinent. Bowers (1997) warns that
universities must discard courses that perpetuate the culturally and environmentally
destructive paradigms of the past, and Orr (1994) threatens that if educational institutions
do not update their courses "education can equip people merely to be more effective
vandals o f the earth" (p. 5). If educational institutions are to produce responsible
informed citizens, they must address pressing environmental issues. Trelstad (1997)
explains the significance o f this mission: "The process of building a constituency of
young people who understand environmental problems at the community level may turn
out to be more important than the scientific advancements that we also need to reverse
our present and unsustainable course" (as cited in Ward, 1999, “The future of ES/SL”).
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But this may be no easy task, and certainly one that will not come without controversy.
As Ward stated, “Those who would attempt this change face the extraordinarily
challenging and perhaps dangerous task of turning a roaring economic engine in a
radically new direction” and he recalls President Carter's attempts to extol the virtues of
conservation and the resulting political ramifications of “interfering with the apparently
insatiable appetite of Americans to consume” (Ward, 1999, “The future of ES/SL”).

NewPAGE Goals
Old Dominion enhanced its civic mission and tackled environmental literacy with
the introduction of New Portals to Appreciating the Global Environment (NewPAGE) in
Spring 2005. A new, required course for all freshmen, NewPAGE is an interdisciplinary
endeavor focusing on seven global environmental themes taught by eight ODU faculty
members from various disciplines including the President of the University. For its
Spring 2005 debut, NewPAGE’s goals were:

1. Provide students with different perspectives on environmental issues and
their interdependence
2. Challenge students to engage in critical thinking as they address
environmental issues
3. Help students to develop persuasive and reflective writing and
communication skills
4. Encourage students to apply principles of debate and research skills
through participation in debates about environmental issues
5. Introduce students to leading scholars in the field
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6. Have students participate in service-learning to promote environmental
responsibility and to see the connection between course work and its
practical application (NewPAGE syllabus, Spring 2005, p. 2).

As Ward (1999) suggested, the NewPAGE course was not without controversy. In
its first year it faced tough criticism from students and faculty. Now in its second year,
NewPAGE has made revisions, including the dissolution of the service-learning
component, and adopted new pedagogies. After a three-year run, the fate of the course
will be determined by the Old Dominion University Faculty Senate.

The Service Component o f NewPAGE
Students enrolled in the Spring 2005 semester of NewPAGE were required to
complete a community service project. As stated in the NewPAGE syllabus, the
intention of the requirement was to help students:
translate the academic principles studied in class to a real-world setting where
their efforts will contribute to the health of the local environment.... The goal is
that students’ environmental community service experience in this class will lead
to a sense o f personal empowerment and a desire to contribute to society
throughout life” (NewPAGE syllabus, Spring 2005, p. 3).
These goals are in-line with other service courses. Service has been viewed as a way to
remove the barrier between the university classroom and the “real world”. One study
found that students engaged in service were able to see the application of classroom
lectures in their service experiences and appreciated being able to learn about community

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

32

issues first hand rather than read them in a textbook (Crump, 2002). Another found that
service activities allow students to reinforce new skills and knowledge in real life
situations, thereby benefiting the community and the student simultaneously (Weinrach,
2003).
NewPAGE proposed a goal for its service component that included personal,
social, academic and community outcomes. Personally, developers hoped that students
would gain a sense of empowerment. Socially, students would develop a heightened
sense of social responsibility. Academically, students would be able to make connections
between what they learned in the NewPAGE class and the issues they addressed within
the community. And in relation to the community, students’ service efforts would
contribute to the overall health of the local environment.
The NewPAGE community service component fits within the definition of
service-learning in that it is tied to the NewPAGE course objectives, specifically it aims
to help students “see the connection between course work and its practical application”
(NewPAGE syllabus, Spring 2005, p. 2). Furthermore, it includes reflective components,
a short reflection paper and a class discussion. However, the wide range of service
activities that students could choose from made it difficult to discern whether the
activities performed by the students were in fact meaningful, beneficial to the
community, or defined in some part by the community. The intention was for the service
activities to be tied to the course content, that is related to improving the health of the
local environment, but realization of this intention is again difficult to discern. (A
discussion of the actual activities performed by the students is included in Chapter Four.)

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

33

The NewPAGE service requirement falls somewhere on the continuum between
community service and service learning. For the purposes of this study, the project will
be referred to as a community service project as it is listed as such in the NewPAGE
syllabus.

Components/attributes o f Successful Community Service Models
Some studies have attempted to uncover what attributes make service programs
successful. An evaluation of the Learn and Serve America Higher Education (LSAHE)
program found that a correlation between participation in a service-learning course and
students’ academic ability or career preparation emerged when programs followed certain
“good practices” such as creating a strong connection between service and course
content, requiring students to serve for more than 20 hours per semester, discussing
service in class, and providing training and supervision (Gray et al., 1999, p. 9).
A study by the Higher Education Research Institute (HERI) employing both
longitudinal quantitative and in-depth qualitative methods revealed several factors that
were associated with positive service-learning experiences and other positive student
outcomes. The findings that are concerned primarily with the design of the service
program include:
•

Performing service as part of a course (service learning) adds significantly to
the benefits associated with community service

•

Providing students with opportunities to process their service experience with
each other is a powerful component of both community service and service-
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learning; service learning courses are much more likely to generate reflective
discussions between students
•

The student’s degree o f interest in the subject matter is the single most
important factor associated with a positive learning experience; it is an
important determinant of whether service enhances understanding o f academic
course material and whether the service is viewed as a valuable learning
experience

•

The second most significant factor associated with a positive service-learning
is whether the professor encourages class discussion

•

Reflection is a powerful means of connecting the service experience to course
material; the most common forms of reflection were discussion among
students, discussions with professors, and written reflections

•

Programs should be designed to promote connections between the service
experience and the academic material (Astin, Vogelgesang, Ikeda & Yee,
2000).

A Wingspread Special Report listed ten principles of good practice for combining
service and learning after consulting with more than seventy organizations interested in
service and learning (Honnet & Poulsen, 1989). The American Association of Higher
Education (AAHE) Bulletin published thirteen “themes of success” for service-learning
programs based on their study of programs in twenty-seven colleges and universities that
were nominated by service-learning and community service experts (Schneider, 1998/9).
These and other studies (Campus Compact, 2004; Eyler et al., 2001; Giles & Eyler, 1999;
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Gray et al., 1999; Kezar & Rhoads, 2001) reveal several design principles not mentioned
above that help elucidate the model of a successful service program:
•

An effective program has a clearly defined purpose with specified goals

•

Strong support and leadership are paramount, particularly from an institutional
leader who is a position to bring about organizational change, such as a president;
successful programs often have support infrastructure such as a service office and
a service director

•

Community service organizations and community members should play critical
roles in the design, administration and evaluation of service-learning programs so
that those served help determine the needs, and both parties benefit

•

Students should be assisted with the selection of service placements and/or
criteria should be established for service activities.
In a qualitative study, Rhoads (1998) identified three structural components of

service programs that contribute to students’ considerations of the self, others and the
social good: mutuality, reflection, and personalization. The idea of mutuality i.e. that both
parties benefit, and the importance of the reflection process have already been mentioned,
but the concept of personalization is new. Rhoads found it to be the most significant
aspect contributing to a students’ sense of caring. He asserts that service experiences are
more beneficial when they include direct and meaningful interaction with the individuals
being served: “Time and time again students discussed how significant it was for them to
have the opportunity to interact with individuals and families on a personal basis” (p.
293).
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Reflection
Reflection is the mental process of looking back on an experience and making
meaning o f the events relative to one’s individual perspective and understanding o f the
world. Reflection is almost universally extolled as a vital part of service-learning, an
essential principle of good practice (Honnet & Poulsen, 1989). It is what drives the
learning aspect o f service-learning:
Service-learning that connects experience with academic study through extensive
reflection may contribute to a deeper understanding of social problems and to the
cognitive development that makes it possible for students to identify, frame, and
resolve the ill structured social problems that we must deal with as engaged
citizens in communities (Eyler, 2002, p. 518).
Dewey offers an ambitious definition of reflection as “persistent and careful
consideration o f any belief or supposed form of knowledge in light of the grounds that
support it and the further conclusions to which it tends” (1933, p. 9). An online reflection
toolkit developed by Northwest Service Academy promotes a more accessible concept:
“think[ing] deeply about our actions so that we may act with more insight and
effectiveness in the future” (Watson & Kinsel, 2003, “Reflection is...”).
When combined with service, reflection refers to activities designed to help
students process their service experiences (Rhoads, 1998) with the purpose of integrating
what is learned during the service activity with academic concepts presented in class
(Roemer, 2000). Reflection can happen in myriad ways including “writing, speaking,
listening, drawing, acting, and any other way you can imagine” (Watson & Kinsel, 2003,
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“The resources included here..

Among the most popular reflection activities discussed

on the literature are journaling and class discussions.
In addition to thinking about how students should reflect on their service
experiences, practitioners may also consider when and how often they should reflect,
with whom, and about what. It seems that with reflection, more is better. Service-learning
programs with more opportunities for reflection have stronger impacts (Eyler, 2002).
Evidence also supports including reflective opportunities before, during and after
community service experiences (Eyler, 2002). Preflection (reflection prior to service)
helps students surface their existing belief structures. Reflection during long-term service
projects helps students monitor their own learning and engage in continuous reflection
raising and seeking answers to puzzling questions that arise in the course of the service.
Reflection at the end of a service project can help to consolidate learning and encourage
students to think about the next steps to take (Eyler, 2002).
Reflection before, during and after service corresponds to Kolb’s Experiential
Learning Cycle which is used as a framework for shaping reflection activities. The cycle
incorporates three phases o f reflection: “What?”, “So what?” and Now what?” Using the
cycle, reflection begins with defining and sharing the students’ experiences (“What?”),
followed by an analysis o f the meaning or importance of the activity (“So What?”), and
concludes with broader implications and future plans (“Now What?”) (Connors & Seifer,
2005; Watson & Kinsel, 2003).
In a study o f the effects of service-learning on identity development, the reflective
process helped students to transform their thinking about themselves, the community
members they served, and the community settings in which they worked (Jones & Abes,
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2004). In addition to linking academic objectives with service, reflection may have other
benefits to students including: giving meaning to the experience, creating a sense of
accomplishment, promoting personal and team development skills such as an ability to
learn from positive and negative experiences, sharing o f perspectives and building
community among volunteers, and guarding against prejudice and bias (Watson &
Kinsel, 2003).
Type o f reflection (written vs. discussion), context (in-class vs. outside of class),
and frequency have been found to be predictors of outcomes related to service-learning
(Giles & Eyler, 1999; Mabry, 1998). Otherwise, there is not much research in the servicelearning literature that addresses different techniques of reflection (Eyler, 2002). In the
words of Eyler, “We know reflection is a good thing - but we don’t know how to
structure reflection and integrate it with service to maximize learning” (2000, “What We
Know...). Eyler (2002) developed a reflection map that places reflection activities on two
axes, chronology and social context. Chronology, as discussed above, refers to when
reflection activities occur relative to community service and social context refers to with
whom the reflection occurs. She lists three categories for social context: alone, with
fellow students, and with community partners. This study addresses the social context of
reflection by comparing the relative effectiveness of individual written essays as the sole
means o f reflection to o f individual written essays in conjunction with a reflective class
discussion.
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Mandated Versus Voluntary Service Programs
There are few published studies examining whether service experiences should be
mandated or voluntary. However, the dearth of data has not prevented either side from
forming strong convictions. Andersen and Murphy list the following arguments for
mandated service:
•

“Service activities that combine academic material with acts of good citizenship
make sense for all students” (Nancy Grasmick, Maryland State Superintendent of
Schools as cited in Andersen & Murphy, 1999);

• Mandates have forced students not at all interested in volunteering to try it; those
students often discover they enjoy volunteering and benefit almost as much as the
people they serve;
•

All students benefit from the lessons learned through service, and mandating
service is the only way to reach those students who would never participate
voluntarily (Andersen & Murphy, 1999).
Students and parents have voiced strong opposition to service requirements and

have brought their complaints to the courtroom contending that mandated service is
“involuntary servitude” and therefore unconstitutional. However, the United States
Supreme Court has repeatedly declined to hear such cases and district courts have
dismissed the lawsuits (Andersen & Murphy, 1999). Other criticisms of mandatory
service take the form o f philosophical and practical arguments, for example:
• Mandating service undermines the sincerity o f the many students who already
volunteer on their own;
• Caring cannot be mandated;
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•

Service may interfere with participation in extracurricular activities, part-time
jobs and homework time;

•

And for younger students, service programs may place children in potentially
dangerous places where adequate supervision cannot be guaranteed (Andersen &
Murphy 1999).
It may not be necessary to mandate service. Some studies show providing service

opportunities may be enough. In a 1996 survey of 12 to 17 year olds, 51% of the students
said they were asked to volunteer and 93% of those did so. Among those that were not
asked to volunteer, only 24% actually volunteered. Basically, the students were almost
four times as likely to volunteer if they were asked to do so (Andersen & Murphy, 1999).
According to data from The Condition of Education 1998, student service participation
rates were higher in schools that arranged but did not require service (about 52%) than in
schools that just required service (about 18%). Rates were similar in schools that required
and arranged service (about 57%) to those that just arranged service (about 52%) (Snyder
& Wirt, 1998).
A recent investigation of student opinions of mandatory versus voluntary service
participation at Norfolk State University found that students reported both opposition
against and support for mandated service requirements (Ross-Hammond, Matveev &
Cuevas, 2005). Students who contended that service should not be mandatory offered
several justifications: service should be the result of an inspiration not an obligation; not
every student has a predisposition toward service; and students should have a right to
choose whether they want to participate in service activities, or not. Students who voiced
an opinion in favor of mandated service pointed out the myriad benefits of service
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including personal, social and academic benefits, increased cultural and political
understanding, and exposure to individuals and realities previously unknown. Some
students in favor of service posited that volunteerism is a learned behavior and
commitment to service can and should be taught. Students also offered suggestions to
integrate service programs: educate students and faculty about service-learning; promote
and encourage participation in service but do not require it; involve students in the
planning; incorporate service-learning into elective courses before general education
courses; and be prepared to be flexible in response to students’ individual attitudes and
circumstances (Ross-Hammond et al., 2005).
As the students in NewPAGE were required to perform community service, this
study will add to the literature on the effects of mandated service. Students’ attitudes
toward community service as well as the other outcomes may be affected by the
compulsory nature of the service project. The implications of this are discussed in
Chapters Four and Five.

Group Models o f Community Service and Group Learning
Although numerous programs indicate that students can or do complete
community service projects in groups or as a class (e.g. Colgate University, Dartmouth
College, Washington State University, University o f South Florida, George Mason
University), and some researchers promote group efforts, there do not appear to be any
specific studies o f whether group or individual service experiences are more likely to
produce desired social and academic effects. Group cooperation and ability to work with
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others are common objectives of service projects (Eyler et. al, 2001), so it is surprising
that there appear to be no studies in this area.
Ward (1999) extols the benefits of group service work contrasting it with the
typical solitary classroom experience emphasizing individual performance. He claims
that group service-learning experiences promote group problem-solving skills and put the
emphasis on shared expertise. He sees the latter as more closely paralleling work-place
environments.
Some studies do detail and analyze specific group service-learning projects, such
as one done with undergraduate nursing students. Group projects were conducted as a
means to involve students in student-centered, meaningful group decision-making. The
authors concluded that service-learning contributed to the development of group
collaboration and research skills (Peterson & Schaffer, 1999). Another study comparing
two different group service projects in a geography course discussed the issue o f group
dynamics. Apparently students just divided up the tasks involved in the service project
among different group members and as a result some students completed tasks that didn’t
require them to spend much time interacting with community members. Students in those
classes reported very little prior experience working in groups (Crump, 2002). Rather
than putting students in groups and letting them sort the dynamics out themselves,
Weinreich (2003) talks about the importance of teaching collaboration in conjunction
with service-learning: “Introducing service-learning into the academic environment alters
the academic atmosphere so that collaboration becomes an integral part of the learning
process, indeed, so much so that collaboration becomes part of the content students must
learn in order to succeed” (p. 183). In her study of service-learning projects in a

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

43

Gerontology program, students were required to assume very specific roles while
planning their service projects, and students were required to take on different roles each
time they met. This allowed students to break out of the roles that they could easily
perceive themselves in and explore their strengths and weaknesses in several roles. Part
of the group assignment included analyzing the group development process.
A group service-learning activity can be seen as a collaborative learning process.
Collaborative learning can be traced back to Dewey’s influence and the term “associated
life” which he used to describe activities in which relationships were key to welfare,
achievement and mastery (Bruffee, 1995). Collaborative learning was developed for
teaching adolescent and adults and was designed to “shift the locus of classroom
authority from the teacher to students’ groups” (Bruffee, 1995. p 15). In collaborative
learning, teachers may help structure the groups, but students are largely left to define
group roles and processes themselves. Accountability may be evaluated by the group
itself, but is typically not monitored by the teacher.
Group work such as that required in a group service-learning project can be also
be classified by focusing on the formality and duration of the group activity. Students can
work in informal learning groups within a single class session, for example when a
teacher asks a student to discuss the answer to a question with the person sitting next to
them. Formal learning groups can be established to aid students in the completion o f a
specific longer-term task, such as writing a report or performing a lab experiment.
Finally, study teams are more permanent groupings where students serve as support
resources for one another, providing ongoing assistance with class assignments and
requirements (Davis, 1993). Learning Communities provide a common example of how
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colleges and universities are formalizing study teams to promote students’ success and
retention.
The use o f groups in this study falls somewhat outside the realm of more
traditional definitions of group work in that an entire class functioned as a group.
Specifically, in some discussion sections of NewPAGE, the students worked as a class to
select, plan and carry out a community service activity. In this sense students were
engaging in a collaborative learning process. Students were to guide the selection of the
project, and planning and implementation roles evolved rather than were assigned. The
discussion sections could also be viewed as a formal learning group in that students had a
specific task to complete. In most NewPAGE discussion sections, students spent a class
period reflecting on their community service experiences as a group. This could be
viewed as a more informal collaborative learning experience. Because the service and
reflection activities in this study were intended to promote civic responsibility and to
apply academic principles to a real-world setting, the goal of the collaboration was to get
students to share ideas about service in the local community. In line with the theories of
Astin and Tinto, the aim o f the groups was that the interactions themselves would have
direct positive benefits on the participants— that the sharing o f ideas and experiences
would lead to increased understanding and perspective. This study will examine whether
group involvement in service-related activities had this effect and whether they were
more powerful than individual service experiences. As there appear to be no studies to
this end, this may shed some light on the relative effectiveness and importance of the role
o f groups and peer interaction in service.
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Student Outcomes
In a report summarizing the findings of recent (1993-2000) research on servicelearning in higher education, Eyler and colleagues (2001) report many significant positive
effects of service-learning. These benefits can be grouped into the five categories
delineated earlier: personal outcomes, social or citizenship outcomes, learning or
academic outcomes, career-related outcomes, and institutional relationship outcomes. In
terms o f personal outcomes, service learning has a positive effect on:
•

personal development such as sense of personal efficacy, personal identity,
spiritual growth, and moral development

• interpersonal development and the ability to work well with others;
• leadership; and
• communication skills .
Regarding social outcomes, service learning has a positive effect on:
• reducing stereotypes and facilitating cultural and racial understanding;
• sense of social responsibility and citizenship skills; and
• commitment to service and community service after graduation.
Concerning academic or learning outcomes, service learning has a positive effect on:
• academic learning, and
• students’ ability to apply what they have learned in “the real world.”
Eyler reports that the impact o f service-learning on student academic learning as
measured by course grades or GPA is mixed, but another large longitudinal study (Astin
et al., 2000) found a positive effect for GPA, writing skills, and critical thinking skills.
Service-learning contributes to career development (Eyler et al., 2001) and may influence
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a student to choose a career in service (Astin et. al, 2000). Finally, it terms of students’
relationship with their institution, students engaged in service-learning report stronger
faculty relationships than those who are not involved in service-learning, report greater
satisfaction with college, and are more likely to graduate. Despite what is known about
the outcomes of service programs, there appears to be little in the way of research on how
the structure o f community service affects these outcomes.

Community Service Attitudes
As mentioned earlier, there has been increased attention on the lack of civic
engagement among young adults. For example, political science research indicate that
college-age voters are less likely to vote in presidential elections than other age voters
(Higher Education Research Institute, 2004) and a national report on volunteer service
reveals a marked drop off in service participation for young adults after they leave high
school (Planty & Regnier, 2003). As a reaction to this perceived disengagement, there has
been increased emphasis on the role of higher education in promoting civic responsibility
in the nation’s young people. Many colleges and universities are implementing servicelearning courses as a response to higher education’s renewed investment in a civic
mission (Eyler, 2002). Community service and service learning have been linked to
increased social responsibility and citizenship skills and to commitment to service (Eyler,
et al., 2001). If participation in service activities does lead to greater civic involvement, it
would be prudent to examine students’ attitudes toward community service and service
learning. Several studies have explored young adults’ attitudes and behaviors related to
service.
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A 1996 national study found that 39% of adults participate in ongoing community
service. Younger adults, age 18 to 24 years, had the lowest percentage of participation of
all the age groups at 30%. Middle-aged adults had higher levels,: 41% for adults age 2539, and 42% for adults age 40-54. Older adults had the highest rates at 61%, although
participation fell once adults reached 70, with only 33% of adults 70 and over reporting
engagement (U.S. Department of Education, National Center for Education Statistics,
1997).
Females were more likely to participate in service (42%) than were males (35%).
There were no differences between Caucasians and other races. Service participation
increased with education level: 52 percent of adults with a bachelor’s degree or higher
participated in service compared to 19 percents of those with less than a high school
degree. Participation also increased with income: almost half (48%) of those with a
household income o f $50,000 or more participated compared to 29% of those with a
household income of $15,000 or less (U.S. Department of Education, National Center for
Education Statistics, 1997).
A recent national study by the Center for Information & Research on Civic
Learning & Engagement (Lopez, 2002) surveyed young people aged fifteen to twentyfive on their views of community service and civic education. The study reveals that
while students are in favor of offering young people the opportunity to do a year of
community service to earn money for college or to advance their training (81% support),
they are opposed to requiring community service for high school graduation (55%
oppose). Interestingly, young people’s attitudes toward a mandatory community service
requirement for high school graduation shift positively as they get older suggesting that
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older individuals (age 18 to 25 years) tend to view the requirement as a better idea than
the younger students (age 15 to 17 years) who would be directly affected by the
requirement. Specifically, sixty-six percent of fifteen to seventeen year olds oppose the
idea whereas by the time the individuals reach twenty-three to twenty-five years of age,
they are evenly split (49% support, 48% oppose) (Lopez, 2002).
Young people overall were against a community service requirement for high
school graduation, but men were more likely than women to oppose the idea. Minority
women showed the most support for the idea (47% of African American and 49% of
Hispanic women supported the idea). Support for the requirement also tended to increase
with political knowledge and with level of educational success (Lopez, 2002).
Young people were overwhelmingly in favor o f being offered the opportunity to
do community service to earn money for college (81%). African Americans were even
more likely to support such a program, whereas Hispanics were slightly less likely to
support it than their white or African American counterparts. As with mandatory
community service, educational success is positively related to support for the optional
service idea (Lopez, 2002).
A longitudinal study by the U.S. Department of Education, found young people’s
rates of volunteerism dropped after high school. Forty-four percent of the class of 1992
graduates volunteered during their last two years of high school. Two years later, the
figure dropped to 39%, and in 2000, eight years after graduation, only 33% of the former
students volunteered. Only 12% of the respondents volunteered consistently across all
three time periods. These consistent volunteers were more likely to female and from
higher social-economic status households. In general, females were more likely to

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

volunteer. White students were more likely to volunteer in high school and in the first
two years after graduation, whereas Black students were more likely to volunteer eight
years following graduation (Planty & Regnier, 2003). It is not clear whether these
declines related to service requirements in high school or college i.e. did the rate decline
because students were no longer required or strongly encouraged to serve? More recent
statistics (Sax, 2004) indicate that today’s students are volunteering at much higher rates
(in 2002, 82.6% of college freshmen reported volunteering during their last year of high
school), and that while rates o f volunteerism do drop after college, service participation
during the undergraduate years does relate to higher levels of service participation after
graduation (Sax, 2004).
One of the more interesting findings of this study focused on the long-term effects
of mandatory versus voluntary service during high school. Eight years following
graduation, there was no difference in the volunteer rates between students who
participated in mandatory service and students who did not participate in service during
high school. These groups were both significantly less likely to volunteer eight years after
graduation than students who volunteered for their own reasons or for those who were
strongly encouraged to volunteer in high school. The researchers conclude that there is a
positive relationship between high school service that was not motivated only by a
requirement, and later service, whereas no relationship exists between high school service
that was motivated only by a requirement, and later service (Planty & Regnier, 2003).
A recent investigation of civic engagement among college graduates had similar
findings to the longitudinal study reported above. Surveys of entering freshmen reveal
high levels of community service during the senior year in high school (80.3%), but
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decreasing levels of participation during and after college (74.4% by senior year and
68.1% six years after graduation). The researchers found that these trends paralleled
changes in student values. Compared to their attitudes upon graduation in 1998, six years
later the alumni reported less commitment to the values of “helping others in difficulty,”
“participating in a community action program,” or “becoming a community leader”. They
were also less likely to subscribe to the belief that “people should not obey laws that
violate their personal values” (Vogelgesang & Astin, 2005).
The researchers also examined the motivation behind post-college volunteering
and found that those who were actively volunteering were likely to be doing so based on
a desire to help others, to do something about an important issue, or to do one’s part as a
community member. Far fewer people reported being motivated by a desire to change
laws or policies or to try and change society generally (Vogelgesang & Astin, 2005). This
is consistent with concern among educators that students have a desire to help others but
do not see service as a mechanism for promoting social change, and often fail to
understand the root causes o f social ills (Erhlich, 2000; Erhlich & Hollander, 1999;
Galston, 2001; Kahne &Westheimer, 1996; Sax, 2004).
These findings are consist with a report from the Institute for Politics (IOP) from
Harvard University which shows that while community volunteerism among college
students is high, political involvement is low (IOP at Harvard, 2000). For example, 60%
of college students reported participation in community service in the past year compared
to 16% who joined a political organization, and 7% who volunteered on a political
campaign (IOP at Harvard, 2000). Vogelgesang and Astin (2005) also found that alumni
who volunteer are much more likely to be involved in service through a school, job,
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church or sports organization than through a political, governmental or advocacy group.
The Harvard researchers used student attitudes towards politics to explain this trend.
They explain that college students reject the traditional mechanisms of politics finding
them to be inaccessible and not enjoyable. Students don’t trust the government and see
community volunteerism as a superior mechanism for enacting change than political
engagement. They believe it is an effective way to solve local and national problems.
They view themselves as pragmatic, goal-oriented and interested in seeing results. The
students gave a very high approval rating (95%) to the proposition of partnerships
between colleges and local governments that would allow them to earn college credit for
participation in public service activities (IOP at Harvard, 2000). Clearly, many of the
surveyed students are strong advocates of service.
As with earlier studies, Vogelgesang and Astin (2005) found differences related to
gender. Women were more likely to volunteer through educational and civic
organizations and to express their opinions through consumer activism, boycotts and
email petitions. Men were more likely to report political activity such as working with
political groups, and contacting public officials or the media. They were also more likely
to view activities such as signing an email petition as an effective way to participate in
the political process. The researchers suggest that women may not consider the political
ramifications of their actions as much as men do.
Religious participation was found to be associated with higher levels of
volunteerism among alumni. Alumni who attend religious services are more likely to be
engaged in service work (73%) than those who do not attend services (63%). Women are
more likely to volunteer and more likely to attend religious services, but men and women
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are equally likely to report their faith as a major reason for volunteering (Vogelgesang &
Astin, 2005).
The National Survey of Student Engagement administered by the Center for
Survey research at Indiana University found that students who belonged to Greek
organizations were more likely to perform service activities; transfer students and older
students were less likely to participate in service than non-transfer or traditional aged
students; students who live on or near campus were more likely to be engaged in
volunteer work than their commuting peers (National Survey of Student Engagement,
2003).
While there is some research on the influence of mandatory and voluntary service
activities on students’ attitudes toward community service and substantial research on the
impacts service participation has on students’ inclinations and tendencies to volunteer in
the future, it is not clear how the structure of service activities affects service attitudes
and behaviors. Will students who participate in group community service projects have
better attitudes toward community service? Will they be more likely to report a desire to
volunteer in the future? Is a five-hour service activity substantial enough to impact
students’ attitudes? Will group discussions of service experiences promote more positive
attitudes toward community service than individual reflection alone? Will those students
who have a stronger emotional reaction to their service be more likely to experience a
shift in their attitudes toward community service?
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Community Service Evaluation
Evaluation is seen as a critical component of service programs. It is included in
best practice guides to service-learning (Honnet & Poulsen, 1989) and the National
Service-Learning Clearinghouse, a Web portal to resources on service-learning, lists
numerous evaluation resources to educators planning service programs
(http://www.serviceleaming.org/).
The University of California Berkeley Service-Learning Center has recently
developed the Evaluation System for Experiential Education (ESEE) in response to its
five-year examination of current assessments of experiential education programs. They
found existing assessments lacking, utilizing mainly quantitative methods focused on
single areas o f student development. Their assessment uses both quantitative and
qualitative methods and addresses six student development domains and includes
program variables such as intensity of field experience, nature of student working groups
and the culture o f the program that purportedly affect student outcomes.
Janet Eyler (2000) argues that even comprehensive evaluation surveys like the
ESEE described above are inadequate for measuring real academic outcomes of service
learning because they rely on self-report of learning. “Self-report of learning is not only a
weak measure of the complex cognitive outcomes we expect from service-learning, it
also confuses satisfaction with learning.... It isn’t enough to enjoy a community project,
and we don’t know that students have learned from service because they tell us that they
have learned,” (Eyler, 2000, “Defining and Measuring the Cognitive Outcomes of
Service-Learning”). She challenges service-learning researchers to better define expected
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learning outcomes and to develop measures that really show us, rather than tell us that
students have achieved these outcomes.
Whether or not service program evaluations need to assess a multitude of student
outcomes through qualitative and quantitative methods and whether or not they lack the
ability to accurately assess academic outcomes, they play an important role in shaping the
design of service programs and guide key decision-making. Satisfaction may or may not
be a good predictor of students learning, but knowing if students are satisfied with a
course and if students believe they have learned may still be valuable information for
institutions of higher learning. Student satisfaction rates are tied to retention rates
(Weckman, 1999) and college and university almost ubiquitously practice student course
evaluations (Wilson, 1997). Despite inherent flaws, students’ evaluations of their service
experience comprise a key variable in shaping service programs and as such are
examined in this study.
As mentioned, many evaluative studies focus primarily on student development
outcomes, such as changes in personal empowerment or sense of social responsibility.
Student satisfaction or student efficacy ratings are not often included in service related
literature. Perhaps as Eyler (2002) implies this is because these are not seen as rigorous
measures o f a program’s value. Nevertheless, evaluation is discussed as a key component
in service-programs and it is suggested that students be included in the evaluation process
(National Service-Learning and Assessment Study Group, 1999).
In studies where student evaluations are included, their mention is often brief. In
the evaluation o f the Learn and Serve America Higher Education program, students
taking service-learning courses were compared to students taking similar courses that did
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not have service components. Students in the service learning courses reported greater
satisfaction. Seventy-two percent o f the students enrolled in the service-learning courses
rated them above average (Gray et al., 1999). This is supported by other studies which
show that students engaged in service learning show greater satisfaction with their
courses and report higher levels of learning about the academic field and the community
(Markus, Howard & King, 1993; Moely, McFarland, Miron, Mercer, & Ilustre, 2002),
and would look for further courses that included service opportunities (Crump, 2002).
Participation in service is also positively associated with student satisfaction with the
relevance o f undergraduate course work to everyday life (Astin & Sax, 1998).
As part o f their community service evaluation, students indicated to what extent
they felt their service was a learning experience, whether it contributed to their interest
and understanding of course material, and how the learning value compared to other
NewPAGE assignments. They were also asked whether their service affected them
emotionally. Finally, students evaluated the effectiveness of their service and rated their
experience overall. The students’ responses indicate whether the 5-hour service project
was able to have an impact and whether the structure of the community service activity
affected this impact.

Social Civic Responsibility
Civic participation is declining in America, especially political participation
(Ehrlich, 2000). In his book, Bowling Alone, Harvard professor Robert Putnam chronicles
this drop, revealing an acceleration in the trend since 1985. He found that average
participation in twelve civic activities decreased 10% between 1973-74 and 1983-84 and
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24% between 1983-84 and 1993-1994 (Putnam, 2000). Thomas Ehrlich calls Putnam’s
findings “bad news” and relates the decrease in civic activities to political disaffection:
“the most disturbing trend of all is that each succeeding generation shows less interest
and involvement in political activities” (2000, ][8).
Younger Americans are no exception. In fact, it seems that they are even less
involved than older Americans. Young Americans vote less often than older Americans,
have lower levels of social trust, and possess less knowledge of politics (Ehrlich, 2000).
Young people’s interest in politics has declined dramatically over the past thirty-seven
years (Sax, 2004). The number of freshmen who think it is important to keep up with
political affairs dropped from 57.8% in 1966 to 32.9% in 2002 and fewer freshmen report
frequently discussing politics (19.4% in 2002 compared to 29.9% in 1968) (Sax, 2004).
Additionally, students report feeling disconnected from political issues and do not see the
relevance of current political events to their daily lives (Sax, 2004).
Linda Sax’s study o f college students’ citizenship development (2004) provides
an overview o f freshmen’s civic views and behaviors. Today’s students tend to be less
liberal and more middle of the road than the freshmen of past decades (27.8% of students
identified with liberal political labels in 2002, compared with 36.6% in 1970). “Liberal”
students are more likely to discuss politics, followed by students who indicated a
“conservative/far right” orientation. Students who considered themselves “middle of the
road” are far less likely to engage in political discourse than their peers at the ends of the
political spectrum (12.4% compared to 25.9% of conservatives and 28.7% of liberals).
Tendency to discuss politics also increases with parental income level. History or
political science majors are far more likely to discuss politics than students in any other
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major. Education majors were among the least likely to discuss politics (11.9%), well
below the national average (20%).
College students’ commitment to social activism tends to increase over the four
years of college but then returns close to the original freshmen levels within five years of
graduation. Sax (2004) found that students become more committed to helping others,
influencing social values, influencing the political structure, and participating in
community action programs during the college years. Five years after graduation,
students’ commitment to influencing social values remains high, but the other
commitment levels return to close to their original levels. Three aspects of the college
experience have a marked effect on students’ sense of civic responsibility, especially
their commitment to activism: the amount of time spent in religious services or meetings;
performing volunteer work, and socializing with students from different racial or ethnic
groups. Several characteristics of the college environment also affect the components of
citizenship: the extent to which the student body as a whole is committed to activism and
the socioeconomic level o f the students. Young people who attend schools where the
students are more committed to social activist goals and are from wealthier, more
educated families are more likely to become committed to activism themselves. Finally,
majoring in engineering appears to have a lasting negative impact on students’
commitment to social activism (Sax, 2004). Researchers attribute this phenomenon to an
increase in materialism and conservatism (Astin, 1993).
Young people’s distaste for politics has not diminished their participation in
service activities. In 2002, a record high 82.6% of college freshman reported performing
volunteer work during their last year in high school (Sax, 2004). So, while political
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involvement has been on the decline, volunteerism rates have risen steadily since 1989
(Sax, 2004). Several studies remark on this seeming disconnect between students’ dismal
political participation and their commitment to community service (Ehrlich, 2000;
Ehrlich & Hollander, 1999; Galston, 2001; IOP at Harvard, 2000; Kahne &Westheimer,
1996; Sax, 2004). This generation of college students prefers to make a difference
through personal action in their communities. They do not view political involvement as
an effective mechanism for enacting change (Sax, 2004). These views may spell trouble
for the successful continuation of our democratic system:
Too often [students] fail to understand that if they want not only to assist at a
community kitchen but also help eliminate the need for that kitchen, then they
must work to change public policy, and that politics —in one form or another - is
the primary vehicle in American democracy for effecting public policy (Ehrlich,
2000, f9).
The concern over young people’s diminishing civic engagement has promoted
many educators and institutions to call for a revitalization of the civic missions of higher
education (e.g. Presidents’ Declaration on the Civic Responsibility of Higher Education,
1999, Kellogg Commission on the Future of State and Land-Grant Universities, 1999). In
a 1995 presentation at Monash University in Melbourne Australia, Vincent Tinto
concluded his speech with a personal plea for educational institutions not to lose sight of
the importance o f citizenship in the education of students:
We have too long let the education of university students be dictated by the
parochial and self-serving demands of work and career mobility and have all but
ignored the importance of civic education. We have allowed, indeed often
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encouraged, our students to think first and foremost of what is in their own career
interest and have been unwilling to have them confront the need to recognize that
their interests and that of the larger community is inextricably intertwined. We
have, to be blunt, failed in our obligation to concern ourselves with the
development of future citizens. (Vincent Tinto, Presentation for the Monash
University Conference on the Transition from Secondary School to University,
November 29, 1995).
Tinto is an advocate for placing students into “learning communities” (cohorts of
students that take several classes together) to promote student success and social
responsibility. Through interactions with their peers in their learning communities,
students develop “a deeper appreciation for the importance of community in their lives
and the need to become responsible for one another” and he sees learning communities as
a first step toward creating civic-minded citizens: “the acquisition of educational
citizenship in the classroom is the precursor to becoming a responsible citizen beyond the
classroom” (Vincent Tinto, Presentation for the Monash University Conference on the
Transition from Secondary School to University, November 29, 1995).
The college and university presidents of College Compact express their concern
over students’ civic disengagement in The Presidents’ Declaration on the Civic
Responsibility of Higher Education (1999). Drafted by Ehrlich and Hollander, it points
out that despite increasing participation in public and community service, students are not
embracing the duties o f active citizenship:
A chorus o f studies reveals that students are not connected to the larger purposes
and aspirations o f the American democracy. Voter turnout is low. Feelings that
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political participation will not make any difference are high. Added to this, there
is a profound cynicism and lack of trust in the political process fl[2).
It issues a warning: “This country cannot afford to educate a generation that acquires
knowledge without ever understanding how that knowledge can benefit society or how to
influence democratic decision making” (4) and it compels other college presidents to join
“a national movement to reinvigorate the public purposes and civic mission of higher
education” fljl 1). It also includes a campus assessment of civic responsibilities to guide
administrators in the evaluation o f civic practices at their institutions. Renewed
commitments to civic education are given credence by research-based evidence showing
that political stances shaped during mid-to-late teens years tend to persist throughout
adult life (Nie, Junn & Stehlik-Barry, 1996). This suggests that civic education efforts
during the freshman year may be particularly relevant.
Defining citizenship and what it means to act in a socially responsible manner has
become “increasingly complex” (Jones & Abes, 2004, p. 149). Some researchers equate
social/civic responsibility with the desire to help others in need, others view it as the
belief that helping others in need is one’s responsibility. Social or civic responsibility
may be measured in myriad ways. It can relate to both the attitudinal and behavioral
aspects of citizenship. Linda Sax (2004), for example, includes three measures in her
investigation o f the impact o f college on civic values and behaviors: commitment to
social activism, sense of empowerment, and community involvement. The commitment
to activism component is a measure of the importance students ascribe to certain life
goals: participating in community action programs, helping others who are in difficulty,
influencing social values, and influencing the political structure. Sense of empowerment
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refers to a student’s belief in his or her ability to bring about change, and community
involvement reflects the number o f hours students report in volunteer service. The
College Student Survey includes six directives for civic responsibility: participate in
community action programs, promote racial understanding, influence social values,
influence the political structure, become involved with environmental clean-up, and help
others who are in difficulty (Cress, Astin, Zimmerman-Oster, & Burkhardt, 2001). For
the purposes o f this study social and civic responsibility will encompass both the desire to
and the sense o f obligation to help others. It will also include the sense to which students
feel participating in social, political, and community issues, especially those which relate
to environmental concerns, is important and is the responsibility of all.

Social and Civic Responsibility in Service
Service-learning has been shown to be an effective pedagogy for increasing
students’ sense of civic/social responsibility (Astin & Sax, 1998). The effects of service
on students’ volunteering habits have been demonstrated to be long-term and enduring
(Astin et. al, 1999). In a longitudinal, multi-institutional study of students at institutions
that received Learn and Serve America Higher Education grants, service (either course
related service-learning or community service) was found to have a significant positive
effect on all twelve measures of civic responsibility:
“As a consequence o f service participation, students become more strongly
committed to helping others, servicing their communities, promoting racial
understanding, doing volunteer work, and working for nonprofit organizations.
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They also become less inclined to feel that individuals have little power to change
society.” (Astin & Sax, 1998, p. 256)
Service participation does not appear, however, to affect students’ political leanings,
refuting the argument that service “politicizes” students (Astin et al., 1999).
In a 1998 study, three o f the top four reasons students reported for engaging in
service concerned civic responsibility and service to others. These were “to help
people”(91%); “to improve my community”(63%); and “to improve society as a whole”
(61%). Interestingly, far fewer students selected “to fulfill my civic/social responsibility”
as a motivating factor (Astin & Sax 1998). This may suggest that while students feel a
sense of social and civic responsibility they do not perceive social/civic responsibility as
an obligation for all.
The notion that students may have an inclination to help others but reject the
concept of having a responsibility to do so may have its roots in a dichotomy in service
philosophies. In their article, In the Service o f What? The Politics o f Service Learning,
Kahne and Westheimner (1996) point out that there are essentially two camps of service
proponents: those that promote service for charity and those that promote it for change.
This idea revisits the dichotomy in the views of social/civic responsibility as being either
an altruistic desire to help others, or a societal obligation to do so. Those that view
service as a kind o f charity merge the ideals of altruism with the notions of citizenship,
espousing for example the idea that good citizens help others, or that all Americans
should give back to their communities. Service activities conducted within this
philosophy tend to focus on “giving” such as providing food baskets for the poor.
Service proponents focused on change tend to promote service activities that are more
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political in nature and are conducted with the intention of promoting policy reform, for
example, trying to limit deforestation in the southern part of a state. Kahne and
Westheimner (1996) are ardent supporters of the latter philosophy. In their own words,
“Citizenship in a democratic community requires more than kindness and decency; it
requires engagement in complex social and institutional endeavors...[it] requires that
individuals work to create, evaluate, criticize, and change public institutions and
programs” (Part Two, “Political domain: responsible citizens and critical democrats”).
Vogelgesang and Rhoads (2005) also consider the differing definitions or purposes of
service and conclude that change based service, closely associated with activism,
although promoted only by a minority of service-learning proponents has an important
place in institutions of higher education. At the same time, they validate more typical
service activities that function within existing social and political structures. They put
forth a schema to be used to place service experiences on two continua: the need
addressed by the service, ranging from individual to collective, and the extent to which
the activity tries to promote social change, ranging from non-structural (activities
working within current structures) to structural (activities promoting structural change).
They encourage service-learning practitioners to use the schema in contemplating and
potentially expanding their notions of acceptable service projects, and in examinations of
their beliefs about what it means to be a democratic citizen in today’s world.
Jones and Abes (2004) discuss the enduring impact o f service-learning on
students’ identity development which made them more inclined to both want to serve
others and to feel an obligation to do so: “What is enduring about service-learning is not
only its potential to shape a more integrated identity, but also how this integrated identity
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then sparks commitments to socially responsible work” (p. 165). Specifically they found
that two to fours years after participating in a service-learning course, students reported
the course had an influence on three aspects of their identity: a heightened focus on
others in relation to the self, emerging commitments to socially responsible work, and a
notable openness to new ideas, experiences, and people” (p. 160). For example,
participants discussed how they continued to think differently about social class and the
privileges their upbringings afforded them than they did before the course, and how this
change in thinking contributed to a sense of responsibility to use their privileges to help
others.
While there is substantial evidence to support the influence of service activities on
students’ sense of social/civic responsibility, it is not clear how the structure o f service
activities affect the development of social/civic responsibility. Will having students
participate in group community service projects also promote greater social
responsibility? Is a five-hour service activity substantial enough to impact students’ sense
of social/civic responsibility? Will group discussions of service experiences promote
more social/civic responsibility as opposed to just individual reflection? Will those
students who have a stronger emotional reaction to their service be more likely to
experience a shift in their sense o f social/civic responsibility?

Sense o f Belonging
There is an increasing emphasis on developing campus community in higher
education institutions (Springer, 2004). College and university presidents recognize the
importance of community and express the need for greater efforts to promote shared
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experiences and common purposes (Springer, 2004). The connection a student feels
toward his or her college community is known as sense of belonging.
Sense of belonging (SOB) can be defined as a student’s “subjective sense of
affiliation and identification with the university community” (Hoffman, Richmond,
Morrow, & Solomone, 2002-2003, p 228). Sense of belonging reflects students’
integration into the social and academic systems of the college. The stronger a student’s
individual level o f social and academic integration, the greater his or her subsequent
commitment to the institution and to the goal of college graduation (Tinto, 1975).
Postsecondary institutions are seen as having two distinct systems to which
students must acclimate: social and academic (Tinto, 1975). Echoing Dewey’s disdain for
dualism, some recent educators are calling for a unification of these networks, for
example, The Kellogg Commission on the Future of State and Land-Grant Universities
calls for institutions to “address the academic and personal development of students in a
holistic way” (Returning to Our Roots: The Student Experience, 1997, p. viii). The
programs that are most successful in combating high levels of attrition among first year
students tend to be holistic, encompassing several programs utilizing services from both
academic and student affairs (McClanahan, 2004). This makes sense as students are most
likely to persist when they are both socially and academically integrated (Tinto, 1975).
Until recently, there was no established measure for sense of belonging. This
likely explains the dearth o f literature on sense of belonging in higher education. The
education literature is replete with related topics such as sense o f community, isolation,
peer interactions, student/faculty interactions and student engagement. Many of these
studies focus on the importance of these factors during the first year o f college. This is
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not surprising as nearly a quarter o f entering college freshmen in the U.S. do not return
for their sophomore year and only about half earn a degree within five years (ACT,
2005). The research focuses on predictors of retention to help institutions counter the
high attrition rates.
Students are most likely to drop out of college during their freshman year
(Hoffman et al., 2002-2003). Students are at particular risk during the first six weeks of
school when they are most sensitive to feeling marginalized (Hoffman et al., 2002-2003).
These students leave not because they don’t “fit”, but because they’ve experience a lack
of interaction with other members of the institution. They express a sense o f separation
from the college community.
Feelings of social and intellectual isolation are sources of attrition (Tinto, 1995).
Isolation from faculty undermines student involvement and inhibits student development.
Students fail to perceive value in what they are doing and leave. An Australian study of
first-year students found that nearly a third of students hardly ever or never work with
other students on subjects that are causing difficulty for them. Just over a third of the
students hardly ever or never discuss subject-related issues with their classmates at all
(Krause, Mclnnis & Welle, 2002).
Weckman (1999) finds that students who dropout of college within the first year
differ in their feelings of sense of belonging from those students that persist. Drop-outs
report less contact with faculty and less satisfaction with the amount of individual
attention they received from professors. They were less likely to seek out attention from
faculty and reported lower satisfaction with the enthusiasm, encouragement, and caring
they felt from faculty.
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Similar to the idea of sense of belonging is sense of community. Two national
surveys, Your First College Year (YFCY) and the College Student Survey (CSS), ask
students to rate their satisfaction level with the sense of student community on their
campus. Findings from the 2002 YFCY survey reveal that students’ sense of community
is significantly related to satisfaction with overall educational experience, retention, and
certain learning outcomes, especially critical thinking skills (Springer, 2004).
Students’ sense of community can change significantly in a short period of time.
It appears to be vulnerable to current campus events, such as student protests (Loomis,
Dockett, & Brodsky, 2004). Sense of community and sense of belonging may not
increase over the course of a school year as one might expect. Some studies have actually
found decreases in students’ sense of community during their freshmen year (DeNeui,
2003). Likewise, when freshmen and graduating seniors were measured on their level of
satisfaction with the overall community on their campuses, the seniors had lower overall
levels (Springer, 2004). Finally a study at the University of California, Santa Barbara
revealed that in general freshmen were experiencing declines in their feelings of
belonging, but participation in a freshmen seminar course helped to inhibit the decreases
(Andreatta, 2002).
Research on retention has prompted greater emphasis on first year students’
integration into the academic and social structures of their schools (Barefoot, 2000).
Freshmen seminars and learning communities are examples of programs universities have
instituted to draw the two worlds together helping students adjust to college and feel a
more complete sense of academic and social belonging (Hoffman et al., 2002-2003). For
example, Texas Christian University offers a freshman seminar with the goal to “help
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students develop a sense o f belonging to the academic community and to foster the
intellectual skills and self-confidence necessary for academic success.... Programs help
students adjust socially as well... giving students an important support group as they go
through their transition year” (Adams, “The Role of Freshman Seminars in Higher
Education”). Approximately 70% of American colleges and universities offer freshman
seminars and most of those feature interventions that maximize academic and social
interaction with the intention of promoting persistence to the sophomore year and beyond
(McClanahan, 2004). Students who participated in freshman seminars have shown
significantly higher retention rates than students who did not participate (Schnell &
Doetkott, 2003).
Learning communities are another common strategy for promoting sense of
belonging and retention. Leaning communities are cohorts of students that are
concurrently enrolled in two or more of the same classes. They are intended to encourage
students to establish peer networks that provide both academic and social support (Tinto,
Love & Russo, 1993). In short, they foster the development of sense of belonging.
Through interaction both inside and out of class, students begin to form connections
centered around their academic work. Students feel that they belong to a community in
which learning with other people is a priority (Krause et al., 2002). Peer interaction is
fundamental to the success of learning communities. Social interaction with peers
favorably affects student effort and consequently learning and persistence (Tinto, 1993).
Peer interaction is positively correlated with academic achievement, development and
satisfaction (Mclnnis & James, 1995).
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Like a learning community or freshman seminar, the NewPAGE course was
intended to promote sense of belonging by providing the freshman students with a shared
learning experience. Students were encouraged to work together on class assignments and
quizzes. Some NewPAGE discussion sections were part of learning community cohorts;
others met in students’ residence halls. Student interaction was promoted through class
assignments including debates, discussions, and the community service project.
First year interventions are not limited to the United States, universities in
Australia are implementing strategies and programs that promote sense of belonging and
active learning through the encouragement of student interaction inside and outside of
class (Asmar & Peseta, 2001). One innovative Australian instructor successfully used text
messaging via cell phones as a way to stay in touch with her students and improve sense
of belonging by increasing students’ perceptions of faculty support (Horstmanshof,
2004).
The first two principles of Chickering and Gamson’s (1987) often-cited “Seven
principles for Good Practice in Undergraduate Education” address sense of belonging.
Good practice, they explain, encourages interaction between students and faculty, and
develops reciprocity and cooperation among students. Freshman seminars and learning
communities embrace these strategies as do community service projects, particularly ones
employing group activities.
As a measure for sense of belonging has only recently been developed, there are
no studies linking the effects of service to sense of belonging. Service experiences
typically provide opportunities for peer interaction and student/faculty interaction, so
they would seem to be an obvious tool for promoting sense of belonging. Furthermore,
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service-learning integrates academic and social learning goals, encouraging integration
on both levels. Two of the structural components of the service experience that are being
tested relate to sense of belonging. Students either perform a community service activity
with their class or as an individual project. Since the group project provides increased
opportunity for peer interaction and because the graduate assistant discussion leaders also
attend the community service activity, increased opportunity for student/faculty
interaction. Additionally, students either reflected on their service experience individually
via a reflective essay, or they reflected collective, via an in-class discussion and
individually via a reflective essay. Students who participated in the reflective class
discussions would have had greater opportunity for peer interaction. In both cases, group
activities have the potential to lead to increased sense of belonging.

The Role o f Emotions in Learning
The importance o f emotions in learning is not a new idea. As early as 1917,
William James spoke about the connection between emotional and cognitive
understanding (Owen-Smith, 2004). In the 1950’s Benjamin Bloom and his colleagues
developed the famous Bloom’s taxonomy of learning behaviors which included an
affective domain as well as his more widely known cognitive domain. Dewey supported
the notion of holistic education and was a strong advocate of the affective practice of
reflection (Frieden & Pawelski, 2003). Astin and Tinto likewise promote addressing
social and emotional, as well as academic, aspects of learning. They acknowledge that
learning and the ability to take in information and organize meaning from it in new ways
is both an intellectual and an affective process (Frieden & Pawelski, 2003).
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Affect influences all aspects of cognition including memory, attention, and
decision-making (Adolphs & Damasio, 2001). It determines “what we notice, what we
learn, what we remember, and ultimately, the kinds of judgments and decisions we make”
(Forgas, in press). Affect influences the content and process of cognition (Forgas, in
press), meaning that moods and emotions influence not only what we think, but the
means by which we arrive at those thoughts. It determines how we evaluate situations
and our motivation to engage or not engage in activities. For example, people tend to pay
attention to information that is consistent with their affective state (Forgas & Bower,
1987). People in a positive mood will pay greater attention to information they perceive
as positive, and are more likely to interpret information positively. People also pursue
activities they believe will improve their moods, so individuals in positive moods will be
more likely to participate in activities they believe will help maintain their positive affect
and shy away from those they deem as threatening to their good feeling.
Correspondingly, those in a sad mood, may be inspired to take action they anticipate will
improve their mood (Andrade & Cohen, in press).
Affect includes emotions, feelings, and moods. Primary emotions have biological
origins and are experienced universally across cultures. These include pleasure, fear,
surprise, disgust, anger, and sadness (Jensen, 1998). Secondary emotions, what some call
feelings, are variations on these primary emotions and tend to be influenced by culture
and environment (Jensen, 1998; Blakeslee, 1994). A feeling can also be defined as the
experience of the physical changes caused by an emotion (Damasio, 1994). Some
examples o f feelings are anticipation, frustration, or cynicism (Jensen). Moods tend to be
less intense than emotions and longer lasting; they are often subconscious and no have

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

72

identifiable cause (Forgas, in press). Moods would be more general states, such as feeling
good or feeling bad. All aspects of affect seem to relate to learning.
Within the brain, the prefrontal lobes, the amygdala, and the right cerebral cortex
form a system that gives rise to emotions (Damasio, 1994). Of these, the amygdala has
received the most attention for its role in emotion. The amygdala is a small region deep
inside each cerebral hemisphere that serves as “the principal coordination center for many
types of emotion” (Wade, 1998, p.38) and is “crucial for the formation o f memories
about significant emotional experiences” (Blakeslee, 1994, p. 41). It contains 12 to 15
distinct emotive regions (Jensen, 1998). Removal of or damage to the amygdala can have
devastating effects: rats with damaged amygdala’s “forget” to be afraid in when placed in
dangerous situations reinforcing the idea that emotions tell us when we should pay
attention to something; in humans, removing the amygdala can destroy the capacities for
creativity, imagination, key decision-making, humor, and altruism (Jensen, 1998).
Emotions communicate to other brain and body systems via peptide messengers. It is
estimated that 98% of all communication within the body is done through this means,
suggesting emotions play a huge role in all learning (Jensen, 1998).
Emotions are expressed in both the brain and the body (Wade, 1998). As
mentioned, several areas in the brain are related to emotion and these affect both our
body’s automatic responses to emotion and our conscious appraisal of the emotions we
experience. In the body, emotions can be measured through a wide variety of means
including breathing rates, heart rate, and muscle tension, to name just a few (Jensen,
1998). Two dimensions are important to consider in the assessment of emotion: arousal
and valence. Arousal refers to how exciting or calming the emotional state is, and valence
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refers to its positive or negative nature (Rimmele, “A Primer on Emotions and
Learning”). Arousal has been found to affect memory formation in that more arousing
emotional experiences generate stronger memories (Rimmele, “A Primer on Emotions
and Learning”).
The brain does not separate emotions from cognitions (Forgas, in press; OwenSmith, 2004). Rather, emotions are viewed as a critical source of information for learning
(LeDoux, 1993). In Damasio’s somatic marker hypothesis (1994), emotions or feelings
are said to “mark” response options to real or hypothetical decisions. The emotional
marking as a good or bad option then speeds decision-making (Barnes & Thagard, 1996).
Without such markers, the decision maker would have too much information to deal with,
too many computations to perform and consequently be unable to make a choice (Barnes
& Thagard, 1996).
Much attention has been given to the promotion of positive and the reduction of
negative emotions in classrooms, based on the understanding of the effects of threat and
stress on the brain. When a students feels threatened, the “fight or flight” response is
triggered which reduces the brain capacity for pattern detection or complex problem
solving (Jensen, 1998). All negative emotions are not necessarily antagonistic to learning,
however. In fact, when accompanying cognitive dissonance, a negative affect can
actually spur attitude change (Forgas, in press). People in negative moods may also be
more accurate in recalling details (Forgas, in press) and negative emotional experiences
tend to leave more lasting memories (Blakeslee, 1994). Both positive and negative affect
have been linked to altruism and helping, with positive affect having a more consistent
effect (Forgas, in press). It is hypothesized that individuals in a positive mood are more
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likely to view helping as a positive activity, whereas individuals in a bad mood who are
inspired to help may be considering the possibility that helping will improve their mood
(Andrade & Cohen, in press). Affect also affects individuals’ reliance on stereotypes.
Anger and anxiety may increase reliance on stereotypes whereas sadness may reduce
reliance. Interestingly, positive moods may also lead people to rely more on stereotypes
(Forgas, in press). It is clear that affect has an impact on learning and decision-making
although the processes through which this occurs are still be analyzed and are not
completely understood.
Recent attention on the affective domain of learning has spawned several
movements in the field of education. Advocates for the inclusion of emotions in teaching
and learning reference recent “brain research” to support their philosophy. For example,
the October 2005 issue o f Educator’s Voice included this quotation: “Emotions mediate
all learning.. .brain research has demonstrated that learning depends on emotions”
(Redden, 2005). Books such as Robert Syl wester’s, A Celebration o f Neurons: An
educators guide to the human brain; How the Brain Learns, by David Sousa; Caine &
Caine’s Mindshifts: A Brain-based process fo r restructuring schools and renewing
education, and Eric Jensen’s Teaching with the Brain in Mind, relate recent findings in
neuroscience to educational practice and have become increasingly popular among
educators. Jensen (1998), for example, recommends that teachers engage emotions as an
integral part o f learning.
In higher education, Oxford College of Emory University is leading the Cognitive
Affective Learning initiative involving five other schools, the Carnegie Foundation and
the American Association for Higher Education. Together they are assessing how
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institutions are facilitating connections between the heart and the mind. Their purpose is
to gather and share information about the ways in which the cognitive and the affective
can be linked to promote students’ engagement and learning. The Journal for CognitiveAffective Learning will serve as a dissemination tool for their investigation.

Emotional Effect as a Moderating Variable
Students in NewPAGE will likely experience a variety of emotions during their
community service experiences and these may serve to color their interpretation of those
experiences. Emotional responses may affect what they think about the experience as
well as how much they think about it. The arousal and the valence of the emotions the
students experience will likely determine their influence. Strong positive emotions may
lead to more positive outcomes, whereas weak, neutral emotions may have no mediating
effects. Specifically, this study investigates the extent to which students’ emotional
reactions to their community service experiences impact the intended outcomes. Does
emotional reaction mediate the effects of community service structure on community
service attitudes, social/civic responsibility, evaluation of community service experience,
or sense o f belonging?

Other Moderating Variables
Gender. Several variables are being included in this study to test for moderating
effects on the intended outcomes. These include gender, race, pre-course attitudes and
emotional reaction to the community service experience.
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Gender differences show up in students’ attitudes toward community service and
volunteer habits. Females tend to show more support for community service and are more
likely to volunteer (Lopez & Elrod, 2005). Because of their greater support for and
practice in volunteering, females may also show greater sense of social/civic
responsibility. Preliminary studies of sense of belonging suggest that there may be
differences between males and females on some dimensions of sense of belonging.
Females reported feeling less isolated and expressed higher comfort levels when
interacting with faculty (Morrow, 2004). There may also be differences in how males
and females respond to community service generally and community service activities
specifically. These may surface in the community service evaluations.
Race. Race sometimes appears as a significant variable in community service
attitudes and civic behaviors (e.g. Lopez, 2002, H E R I, 2004). For example, adults’
volunteering behaviors vary between the races. Race will be examined for potential
moderating effects.

Overview o f the Study
New Portals to Appreciating our Global Environment (NewPAGE) is a new
required course for all freshmen students at Old Dominion University (ODU). The course
focuses on seven global environmental themes and is taught by eight ODU faculty
members and supported by thirty-three graduate assistants. NewPAGE was taught for the
first time during the Spring 2005 semester.
As part of the course requirements, students enrolled in Spring 2005 NewPAGE
course were expected to participate in 5 hours of community service. This study was a
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test of the structure o f the community service assignment. Students in the NewPAGE
course were assigned to four different models of community service. Four different
dependent variables were then measured to assess the impact of the four models. These
variables were: student attitudes toward community service, student evaluation of their
community service experience, student sense o f social and civic responsibility, and
student sense o f belonging.
Many research studies have documented the positive effects of community service
and service-learning, particularly on social and affective outcomes (Eyler, et al., 2001).
But given the brief duration of the NewPAGE students’ community service experiences,
it is important to know which model of community service produced the greatest impact.
Given the restriction of five hours of community service, what structure represents the
best model for community service?
This study examines the influence of structural components of the community
service project, especially the differences between a group community service project and
an individual one, on the intended student outcomes. It also explores the effect a student’s
emotional reaction to his or her service experience may have on the intended outcomes
and how the structure of the community service assignment affects students’ reactions to
their service experiences.
The four models o f community service comprised the independent variable and were as
follows:
•

Model 1: Group-Centered Projects with Class Discussion - Students planned and
performed their community service as a class and participated in a class reflective
discussion on their experiences;
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•

Model 2: Individually-Directed Experiences with Class Discussion - Students
selected their own community service activities and participated in a class
reflective discussion on their experiences;

•

Model 3: Individually-Directed Experiences with No Class Discussion- Students
selected their own community service activities and did not participate in a class
reflective discussion on their experiences; and

•

Model 4: No Service - Students completed an alternative assignment in lieu of the
community service assignment.

Research Questions and Hypotheses
The influences of these structural differences were examined in order to answer
the following research questions:
1. How does the structure of community service influence student emotional
reactions to community service experiences?
■ The Group-Centered Projects Model of community service will
generate more positive emotional reactions from students than the
other models.
2. How does the structure of community service affect student attitudes
toward community service?
■ The Group-Centered Projects Model and the models requiring
more reflective activities will increase student attitudes toward
community service more than individually-directed models and
models requiring fewer reflection activities.
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3. How does the structure of community service affect student evaluations of
their community service experiences?
■ The Group-Centered Projects Model and the models requiring
more reflective activities will generate more positive student
evaluations than individually-directed models and models
requiring fewer reflection activities.
4. How does the structure o f community service affect students’ academic
sense of belonging?
■ The Group-Centered Projects Model and the models requiring
more reflective activities will increase students’ sense of belonging
more than individually-directed models and models requiring
fewer reflection activities. The group vs. individual structural
dimension will have a stronger positive effect on sense of
belonging than the amount of reflective activities.
5. How does the structure o f community service affect students’ sense of
social and civic responsibility?
■ The Group-Centered Projects Model and the models requiring
more reflective activities will increase students’ sense of social and
civic responsibility more than individually-directed models and
models requiring fewer reflection activities.
6. How do students’ emotional reactions to community service experiences
mediate the linkages between the structure of community service and
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students’ community service attitudes, community service evaluations,
academic sense o f belonging, and sense of social and civic responsibility?
■ Students’ emotional reactions to community service experiences
will mediate the linkages between the structures of community
service and students’ community service attitudes, community
service evaluations, academic sense of belonging, and sense of
social and civic responsibility. Positive reactions will increase
these outcomes while negative reactions will decrease the
outcomes. Stronger emotions will have greater mediating effects.
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CHAPTER III
METHODOLOGY
Overview
New Portals to Appreciating our Global Environment (NewPAGE) is a new
required course for all freshmen students at Old Dominion University (ODU). The course
focuses on seven global environmental themes and is taught by eight ODU faculty
members and supported by 33 graduate assistants. NewPAGE was taught for the first
time during the Spring 2005 semester.
As part of the Spring 2005 course requirements, students were expected to
participate in five hours o f community service. This study was an investigation of the
structure o f the community service assignment. Students in the NewPAGE course were
assigned to four different models of community service. Four different dependent
variables were then measured to assess the impact of the four models. These variables
were: student attitudes toward community service, student evaluation of their community
service experience, student social and civic responsibility, and student sense of
belonging.
Many research studies have documented the positive effects of community service
and service-learning, particularly on social and affective outcomes (Eyler et al., 2001). In
a time o f limited resources and increased accountability, it is important to know which
model o f community service produced the greatest impact. Given the restriction of five
hours o f community service, what structure represents the best model for community
service?
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This study examines the influence of structural components of the community
service project, especially the differences between a group community service project and
an individual one, on the intended student outcomes. It also explores the effect students’
emotional reactions to their service experiences may have on the intended outcomes and
how the structure of the community service assignment affects students’ reactions to their
service experiences.
The four models of community service were as follows:
•

Model 1: Group-Centered Projects with Class Discussion - Students planned and
performed their community service as a class and participated in a class reflective
discussion on their experiences;

•

Model 2: Individually-Directed Experiences with Class Discussion - Students
selected their own community service activities and participated in a class
reflective discussion on their experiences;

•

Model 3: Individually-Directed Experiences with No Class Discussion- Students
selected their own community service activities and did not participate in a class
reflective discussion on their experiences; and

•

Model 4: No Service - Students completed an alternative assignment in lieu of the
community service assignment.

The influences of these structural differences were examined in order to answer the
following research questions:
1. How does the structure of community service influence student emotional
reactions to community service experiences?
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2. How does the structure o f community service affect student attitudes toward
community service?
3. How does the structure o f community service affect student evaluations of their
community service experiences?
4. How does the structure of community service affect students’ academic sense of
belonging?
5. How does the structure o f community service affect students’ sense o f social and
civic responsibility?
6. How do students’ emotional reactions to community service experiences mediate
the linkages between the structure of community service and students’ community
service attitudes, community service evaluations, academic sense of belonging,
and sense of social and civic responsibility?

The NewPAGE Course
NewPAGE is an interdisciplinary course on global environmental issues unique to
ODU. It was offered for the first time during the Spring 2005 semester and required for
all college freshmen with fewer than 12 hours of transfer credit. The course is explained
in some detail on its promotional website:
NewPAGE is a three-hour course that will provide all first-year students
the opportunity to critically examine some major environmental issues
requiring broad policy decisions and affecting our well-being and our
legacy for the future. It will introduce all freshmen to rigorous academic
investigation through a series of readings, lectures, and discussions, and
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will expose freshmen to thoughts by leading thinkers on the environment.
NewPAGE is a multidisciplinary course with units of study (themes)
developed by each college in the University. The course is designed to
introduce students to the complexities and interrelationships of natural,
societal, philosophical, aesthetic, engineering, educational, and health
issues of our global environment (Retrieved April 28, 2005 from
http://www.NewPAGE.odu.edu).

The Community Service Project
Students enrolled in the Spring 2005 semester of NewPAGE were required to
complete a community service project. The intention of the requirement was to help
students “translate the academic principles studied in class to a real-world setting”
(NewPAGE Syllabus, Spring 2005, p. 3, see Appendix A). It was hoped that the students’
experiences would lead to personal empowerment and a desire to contribute to society in
addition to contributing to the health o f the local environment.
The assignment guidelines stipulated that students perform five hours of
community service and that the service activities should “in some way help to improve
the environment at a local, national or international level.” Hands-on activities in the
local community were encouraged (The Community Service Project: Assignment Detail, see
Appendix B). Students were provided with information about local community service
opportunities via a Web site compiled by the ODU Director o f Environmental Health &
Safety. The Web site consisted of four parts: Old Dominion University Environmental
Health & Safety Office Volunteer Activities, which listed activities sponsored by the
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university such as storm drain stenciling and a life in poverty simulation; Volunteer
Search Engines, which listed search engines designed to find specific volunteer activities
that match a person’s interest/location etc., for example, USA Freedom Corps; Volunteer
Opportunities (Organizations with Websites), which listed such organizations as
American Red Cross o f Southeast Virginia and Meals on Wheels; and Shelters and other
Outreach Programs in Hampton Roads (Organizations Without Web Sites), which listed
local organizations such as the Citizen’s Committee to Protect the Elderly and
Portsmouth Volunteers for the Homeless (see Appendix C for a printed version of the
Web site). Alternatively, students could choose to research and select their own service
activity.
The community service project was worth 100 points, 10% of a student’s final
course grade. There were several components of the community service project including
five hours o f community service documented by a signed log sheet, a one- to two-page
personal reflection paper, a class discussion on the students’ community service
experiences, and a survey related to students’ community service attitudes and
experience. (The survey was also part of the evaluation assignment for the class hence it
was worth an additional 1% o f a student’s final grade.)
Service Hours. Students were required to participate in a total of five hours of
environmental community service. To validate their participation, students completed a
log sheet recording the time and place of their hours served and had it signed by an
administrator o f the organization they served. The NewPAGE Graduate Assistants (GAs)
were responsible for monitoring students’ community service hours.
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Reflection Paper. After completing the five hours of required community service,
students were required to write a one- to two-page paper reflecting on their experience.
Students were given guidelines (see Appendix B) to complete their paper and told that it
should include:
•

“a brief description of the organization you served and why you picked that
particular service opportunity;

•

an explanation o f the specific role(s) you filled and how it affected the
environment;

•

how your experience affected you (how it made you feel, what it made you think
about, did anything surprise you, etc.); and

•

and what you learned from the experience (about people, about the environment,
about the community, about yourself, etc.)” (The Community Service Project:
Assignment Detail).

The NewPAGE GAs were able to adapt and expand on these instruction as appropriate in
their sections and were responsible for reading and grading the reflection papers.
Reflective Class Discussion. Students were to complete their community service
hours and reflection papers by the week prior to the end of the semester so that GAs
could conduct reflective class discussions on the students’ experiences during the final
week o f class. The in-class discussion provided an additional opportunity for reflection.
Students had a chance to discuss their feelings and personal reactions to their
experiences. They were also asked to consider the larger issues which their service
activities addressed and how or if their actions comprised part of a solution to the
overarching problems.
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GAs were given guidelines and suggestions for the discussion (see Appendix D).
It was suggested that students share experiences in small groups related to the problem
addressed by their service experiences.
Community Service Survey. During the last week of the course, students were
asked to complete an online Community Service Survey. This survey asked students
about their specific community service activity in addition to surveying students’
attitudes toward community service and social and civic responsibility. Students were
awarded points for participating in the survey.
Alternative Assignment. About 6% of NewPAGE students completed an
alternative assignment in lieu of the community service project. Students who were given
this assignment did not perform community service or write a reflection paper or
participate in a class discussion on community service, but they were required to
complete the community service survey. It is important to note that students could not
elect to complete the alternative assignment. They had to be in a discussion section that
was assigned to do so.
The GAs who taught the sections of students who were assigned to complete the
alternative assignment had some discretion in the implementation of the alternative
assignment, however, they were given guidelines including a description of the
assignment (see Appendix E for the full text to of the assignment sheet provided to GAs).
The assignment required students to research a business or an environmental organization
and to write a paper, approximately four to five pages in length.
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Participants
Population. The population for this study were the students enrolled in the spring
2005 semester o f the NewPAGE course at ODU. All first-year students with fewer than
12 transfer credits from other colleges or universities were required to take the New
PAGE course. Credit from Advanced Placement courses or dual enrollment courses was
not applicable. A total o f 1757 students were registered for the Spring 2005 semester (see
Table 1 for demographics of NewPAGE students).

Table 1
Characteristics o f NewPAGE Students (N = 1757)

Variable

n

Female
Male

988
769

56.2
43.8

Black/African-American
Native American
Asian/Pacific Islander
Hispanic
Caucasian

457
10
120
61
942

28.7
.6
7.5
3.8
59.2

%

Sex

Race

The analysis sample for this study (N = 674) consists of students who completed both
Midcourse Survey 1 and Midcourse Survey 5 and adhered to the requirements of their
community service project.
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Procedure
NewPAGE students were required to attend a weekly large group lecture meeting
for one hour and 15 minutes that met on Tuesday mornings during the Spring 2005
semester. Additionally, students signed up for one of 74 GA-led discussion sections that
met for a total of one hour and 40 minutes per week, typically divided between two 50minute periods. Thirty-two GAs served as the discussion leaders for the 74 sections of
NewPAGE.
Each o f the 74 discussion sections was assigned to one of four community service
models (see Appendix H for a full list of the assignments). In general, students were
assigned to complete either a GA-led group community service activity with the students
in their discussion section, an individual community service activity they selected
themselves, or an alternative assignment that did not include community service. To
create the fourth model, those students who were assigned to complete individually
selected community service projects were split into two groups. The first group of
students participated in a reflective class discussion on the students’ individual
community service experiences. The second group of students did not participate in a
reflective class discussion (see Table 2 below for a description of the four models.)
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Table 2

Community Service Models
Model of Community
Service Assigned

Description of the Model

n

Model 1: GroupCentered Projects with
Class Discussion

Students planned and performed their five hours o f
community service as a class, wrote a one- to two-page
reflection paper, participated in a class reflective
discussion on their experiences, and completed a
community service survey
Students selected their own five-hour community
service activities, wrote a one- to two-page reflection
paper, participated in a class reflective discussion on
their experiences, and completed a community service
survey
Students selected their own five-hour community
service activities, wrote a one- to two-page reflection
paper, but did NOT participate in a class reflective
discussion on their experiences, and completed a
community service survey
Students completed an alternative assignment in lieu of
the community service assignment, and completed a
community service survey

177

Model 2: IndividuallyDirected Experiences
with Class Discussion

Model 3: Individually
Directed Experiences
with No Class
Discussion
Model 4: No Service

TOTAL

1075

396

109

1757

Model 1: Group-Centered Projects with Class Discussion. Because of the
additional work required in planning and implementing a group community service
activity, GAs were solicited to lead Model 1 sections (see Appendix F). GAs who
expressed an interest or willingness to lead their section in a community service project
were selected. Eight GAs total were chosen and each GA organized a group community
service project for ONE o f their sections. The students in those eight sections comprised
the Model 1 group. There were 177 students total.
GAs were provided with a description of a class community service project and
guidelines for planning the project. Specifically, GAs were told that their class needed to
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come up with an idea for a community service activity and complete that activity. GAs
were discouraged from joining large pre-existing activities listed on the community
service Web site, but were encouraged to seek out activities listed that their discussion
sections could perform as a group.
A hand-out (see Appendix F) delineated what a class community service project
should entail:
•

Brainstorming and researching with your students an idea for a group community
service project;

• Having the students decide what group community service project theywould like
to do (in other words - you do NOT assign them an activity);
• Having students help organize the project. You will probably have to do some
organizing yourself;
•

Leading students in the implementation of the project (the actual activity may take
less than five hours because of all the preparation you and the class put into
designing the activity); and

• Leading a discussion after the activity to reflect on its success.
Furthermore, it was made clear that students who could not participate in the group
activity would either play some different role (planning, advertising etc.) or would have
to do a separate community service activity that they arranged on their own.
In addition to planning and executing the class community service activity. Students in
Model 1 each wrote a one- to two-page paper reflecting on their community service
experience and participated in a reflective class discussion on the experience.
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O f the eight GAs who taught a Model 1 section^ some taught just that one section while
others taught two or three sections total. Regardless, GAs selected only one of their
classes to be a Model 1 section. Their other sections were assigned to be either Model 2
or Model 3.
Model 2: Individually-Directed Experiences with Class Discussion. The majority
of students were in discussion sections assigned to Model 2: 1075 students in total. In
these cases, students selected their own community service activities. Students completed
activities individually, or with a few friends or classmates, or they participated in large
group activities, such as Relay-for-Life or neighborhood clean-ups. Students in these
sections completed five hours of community service, wrote a one to two-page reflection
paper and participated in a GA-led in-class discussion where students shared their
community service experiences.
Model 3: Individually-Directed Experiences with No Class Discussion. Model 3 is
the same as Model 2 with one distinction. Students in Model 3 sections did not participate
in a class reflective discussion of their community service experiences. The purpose for
this group was to measure to impact o f the community service discussion. A total of 396
students were assigned to Model 3 discussion sections.
Model 4: No Service. Five GAs were randomly assigned to have one Model 4
section each. In these sections, students completed an alternative research and writing
assignment that did not include any community service. A total of five discussion
sections of students were assigned to complete the alternative assignment and not
required to perform community service. They represented about 6% of the total student
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population, 109 students total. The purpose of this group was to test the impact of
community service generally.

Variables & Instruments
This study uses a combination of original and established measures. In cases
where general attitudes were measured such as social and civic responsibility and sense
of belonging, established measures were utilized. In cases where questions pertained
specifically to the NewPAGE course, or to the NewPAGE community service
requirement, questions were either adapted from or inspired by existing instruments, or
where necessary, entirely new items were crafted. In all cases, the measures used showed
good internal consistency and reliability (all survey instruments are listed in Appendix J).
Models o f Service Learning. Community Service model is the primary
independent variable. It has four levels: Model 1: Group-Centered Projects with Class
Discussion, Model 2: Individually-Directed Experiences with Class Discussion, Model 3:
Individually-Directed Experiences with No Class Discussion, and Model 4: No Service.
Each of the 74 GA-led discussion sections was relegated to one of the four models
of community service. GAs were surveyed to monitor implementation. Model of
community service was measured by the reports from the GAs on the implementation
survey. The model of community service was recorded at the discussion section level.
Individual students within the section who did not fully complete all the requirements of
their model were not singled out.
Sense o f Belonging. Part of the impetus and justification for the NewPAGE course
was to create a shared experience for the freshmen students at ODU. It was hoped the
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NewPAGE course would create a forum for freshman students to meet, interact and
engage ideas. Ideally, NewPAGE would increase the students’ sense o f belonging.
This study examines whether sense of belonging can be enhanced by having
students participate in community service activities with their fellow classmates. If
students who attend class together, also engage in a meaningful community service
activity together, will their sense of belonging be heightened? To answer this, sense of
belonging was measured at the beginning and at the end of the NewPAGE course.
To assess sense of belonging, the Sense of Belonging Scale (Hoffman, Richmond,
Morrow, & Solomone, 2002-2003) was used. This scale measures students’ perceptions
of the quality o f their relationships with their peers and with faculty and how comfortable
they feel in the classroom. There are four components for this scale: perceived peer
support, perceived classroom comfort, perceived isolation, and perceived faculty support.
In response to statements such as "I feel comfortable asking a question in class", students
select from the following responses: 1-Completely untrue, 2-Mostly untrue, 3-Equally
true and untrue, 4-Mostly true, and 5-Completely true. In the analysis, higher mean
scores suggest students perceive a greater sense of belonging. In a previous study, the
internal consistency of the complete scale was .91 (Hoffman et al., 2002-2003).
Social and Civic Responsibility. As one of the goals of the community service
project was to promote “a desire to contribute to society through service activities
throughout life” (NewPAGE Syllabus, Spring 2005, p. 3), social and civic responsibility
was assessed at both the beginning and the end o f the NewPAGE course.
Social and civic responsibility was assessed using a subset of The National
Community Service Study. Developed by Brandeis University and Abt Associates, Inc.
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(1995), participants rate dichotomous endings of statements on a scale from 1 to 5.
Questions include, “When it comes to saving energy (1) it is everyone’s job to use less, to
(5) people worry too much about it.” and “Cleaning up parks or helping with other
environmental projects (1) Should be done for free by people who live in the area, to (5)
should be done by paid workers.”
Community Service Attitude. Walter Parker (2003) argues that the role of
education is to produce students that are deeply involved in service for the public good,
rather than only in their own self interests. If it is the responsibility of institutions of
higher education to get students engaged in acts of public good, requiring students to
participate in community service may be one way to achieve this end. As such, students’
general attitudes toward community service were assessed along with students’ specific
attitudes toward the NewPAGE requirement at the start and the conclusion of the
NewPAGE course.
Community Service Attitudes were assessed using measures adapted from the
National Community Service Study (NCSS). The NCSS, created by Brandeis University
and Abt Associates, Inc. (1995), was used in a national study of schools and community
service/service-learning programs and focused on the characteristics, attitudes, and
activities of young people who are involved in community service programs. Adapted
NCSS measures that pertained to attitudes towards community service were used.
Participants responded to statements about community service using a four-point likert
scale (4-Strongly agree, 3-Agree, 2-Disagree, 1-Strongly disagree). Items included
statements such as, “The community service requirement is a good idea”, “All college
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students should be required to perform community service”, and “Everyone who is able
should participate in community service.”
Student Evaluation o f Community Service Experiences. Students who completed a
community service activity were asked a series of logistic and evaluative questions. In
terms of logistics, students were asked about the type of service they performed and what
issue their service addressed. They were also asked how they selected their particular
activity. As far as evaluating their community service activity, students were asked
whether they were aware o f the problem they addressed in their service experience prior
to the course, whether they studied the problem in NewPAGE, and whether their
community service experience contributed to their understanding of the problem.
Students were also asked to rate their experience overall, and to compare the learning
value of their experience to that of a typical NewPAGE assignment. Finally, students
were asked to gauge the likelihood that they will participate in community service in the
future.
The measures used to assess logistical aspects of students’ community service
experience were inspired by and adapted from The Earth Force Survey-Post Program
2001-2002, the Service-Learning Evaluation (Virginia Polytechnic Institute and State
University) and The National Community Service Study (Brandeis University & Abt
Associates, Inc.) As the logistical questions surveyed students on a variety of issues some
o f which were specific to NewPAGE, there are no prior measures of internal consistency.
The measures used to assess students’ evaluation of their community service experiences
were inspired by and adapted from The Earth Force Survey-Post Program 2001-2002, the
Service-Learning Evaluation (Virginia Polytechnic Institute and State University) and
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The National Community Service Study (Brandeis University & Abt Associates, Inc.).
Again, as some o f these questions were unique to NewPAGE, no previous measure of
internal consistency is possible.
Emotional Impacts o f Community Service. Recent research in neuroscience
indicates that students’ emotions affect their learning processes (Adolphs & Damasio,
2001). Students’ emotional responses to their community service experiences were
measured to see if they mediate the effects of the structure of community service on
students’ community service attitudes, community service evaluations, sense of
belonging, and social and civic responsibility.
Students’ emotional reactions to community service activities were assessed using
an instrument inspired by The Measure and Mismeasure of Emotion (Marcus, MacKuen,
Wolak & Keele, 2003). Respondents rated the degree to which they experienced various
emotions during their community service, such as “personal satisfaction”, “anger”,
“disgust”, and “compassion” on a four-point scale (mild, moderate, strong, didn’t
experience).
Emotional Baseline. Because any given person’s emotional reaction to an event
will be dictated in part by their own emotional make-up, a pre-test was given at the start
of the course to establish an emotional baseline for each student. It stands to reason that
given an emotionally charged situation, an emotionally sensitive person is likely to have a
stronger emotional reaction than an emotionally reserved person. The baseline establishes
a means to equate student emotional responses to their community service experiences.
Inspired by Marcus et al. (2003), the emotional baseline measure assesses the
degree to which participants react emotionally to social stimuli. Questions include, “I
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consider myself to be a very emotional person,” “I am more emotional than most of my
peers,” and “I am highly sensitive to other people’s emotions.” Responses were assessed
with a four-point likert scale (strongly agree, agree, disagree, strongly disagree).
Prior Community Service Experience. Students with substantial prior community
service experience are likely to have established attitudes toward community service and
a five-hour community service experience may not be as likely to affect their attitudes.
Whereas a student with no prior experience may be greatly influenced by his or her
experience in the NewPAGE community service project, resulting in a larger shift in
attitude. As such, prior community service experience was measured at the start of the
course.
The Service-Learning Participant Profile measures prior community service
learning exposure. This three-item abbreviated inventory was adapted from the full
Service-Learning Participant Profile developed by Virginia Polytechnic Institute and
State University. Participants answered questions such as, “Have you ever participated in
an organized community service activity?” and “How frequently have you participated in
community service?
NewPAGE Attitude. NewPAGE was a required course for all freshmen. Students’
attitudes toward the requirement and toward the course generally are likely to influence
their attitudes on the outcome variables. As such, seven questions from the end of course
survey that pertained to students’ attitudes toward the course and the requirement were
taken together as a measure for NewPAGE attitude. The exact questions and response
frequencies are reported as contextual data in Chapter 4.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

99

Discussion Section Attitude. Students’ attitudes toward their particular discussion
section are likely to influence their attitudes on the outcome variables. Five questions
from the end of course survey that pertained to students’ attitudes toward their particular
discussion section and their graduate assistant were taken together as a measure for
Discussion Section attitude. The exact questions and response frequencies are reported as
contextual data in Chapter 4.
Type o f Service Activity. Students were asked whether their service activity
directly helped others, indirectly helped others, or helped the community generally.
Gender. Females tend to have more positive attitudes related to community
service and have higher levels of participation in community service generally (Lopez, et
al., 2005). As a result, females may have a stronger sense of social and civic
responsibility. Females also showed stronger feelings of sense of belonging on some
dimensions o f the scale in a preliminary study (Morrow, 2004). Due to the potential
influence of gender on the dependent variables, it will be included as a possible
moderating variable in this study.
Race. Student and adult volunteer behaviors and attitudes toward community
service tend to differ based on race. Consequently, sense of social and civic responsibility
may also be influenced by race. Race will be included in this study as a potentially
moderating variable.
Table 3 lists the variables considered in this study. Gender, race and other
demographic information on the participants was also collected by the Office of
Institutional Research and Assessment in addition to information collected by the
researcher.
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Table 3

Study Variables

Variable

Description

Scale

Model of
Community
Service

4 levels: Model 1: Group-Centered Projects with Class
Discussion; Model 2: Individually-Directed
Experiences with Class Discussion; Model 3:
Individually-Directed Experiences with No Class
Discussion; and Model 4: No Service
Student’s sense o f quality o f peer/faculty relationships
and sense of comfort/isolation in the classroomincludes four subscales: Perceived peer support;
Perceived classroom comfort; Perceived isolation; and
Perceived faculty support
The sense to which students feel participating in social,
political and community issues, especially those related
to environmental concerns, is important, and the
responsibility of all
Students’ attitudes toward participating in community
service and toward mandated community service both
generally and specific to NewPAGE
Consists o f two parts: logistical information about
students’ community service experiences and an
evaluative rating o f students’ overall perception of the
effectiveness o f their experience
Students selected from a list o f possible emotions
including: “personal satisfaction”, “anger”, “disgust”,
and “compassion”, students could also report other
emotions
How emotional students perceive themselves
to be in comparison to their peers

Implementation assessed by
GA survey.
1- Model 1, 2- Model 2, 3Model 3,4- Model 4

Academic Sense
o f Belonging

Sense of Social
and Civic
Responsibility
Community
Service
Attitudes
Evaluation of
Community
Service
Experiences
Emotional
Impacts of
Community
Service
Emotional
Baseline
Prior
Community
Service
Experience
Attitude toward
NewPAGE

The frequency with which students have participated in
community service prior to this course; five levels

Attitude toward
discussion
section
Type of
Community
Service Activity

Students’ attitudes and opinions toward their
discussion section and GA: satisfaction level,
effectiveness, benefits of, etc.
Three levels

Gender
Race

Two levels
Three levels

Students’ attitudes and opinions toward the course
generally: satisfaction level, effectiveness, benefits of,
etc.

1-Completely untrue, 2Mostly untrue, 3-Equally
true and untrue, 4-Mostly
true, and 5-Completely true.
Participants rate
dichotomous endings of
statements on a scale from 1
to 5.
4-Strongly agree, 3-Agree, 2Disagree, 1-Strongly
disagree
Various item-specific scales

1-Mild, 2-Moderate, 3Strong, or 4-Didn’t
experience
1-Strongly agree, 2-Agree, 3Disagree, 4-Strongly
disagree
1-Just once, 2-Once per year,
3-A few times per year, 4-A
few times per month, 5Weekly
I-Strongly disagree, 2Disagree, 3-Neutral, 4-Agree
5-Strongly Agree
1-Strongly disagree, 2Disagree, 3-Neutral, 4-Agree
5-Strongly Agree
1-Activities directly helping
other people, 2- Activities
that may indirectly help other
people, 3-Activities that
helped the community
generally
1-Male, 2-Female
1-Black/African-American,
2-other, 3-Caucasian
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Quantitative Data Collection
NewPAGE is a new course, unparalleled in ODU’s recent history and as such, it
underwent an intense evaluation process. As part of the NewPAGE course evaluation,
students took part in seven online surveys. Students had the option of completing the
surveys or writing journal article critiques to earn 50 points, 5% of their final grade. The
online surveys each took students approximately 10 to 45 minutes to complete. Students
were required to enter their student University Identification Number (UIN) on each
survey in order to track participation and link survey data with other student data (e.g.,
grades, credits) obtained from The Office of Institutional Research and Assessment. All
surveys were confidential and data were reported in grouped, not individual, formats.
Students had the option of declining participation in any of the surveys and withdrawing
their participation at any time simply by closing the browser window for the survey.
Students were able to read a letter describing the study protocol prior to each survey (see
Appendix G). The Old Dominion University Institutional Review Board approved the
evaluation project (Exempt status no. 04-076).
Two of these evaluation surveys focused specifically on the community service
aspect of the course: Midcourse Survey 1 and Midcourse Survey 5. The data for this
study were taken largely from these two surveys. Demographic information and sense of
belonging were measured in the pre-course and post-course surveys and also comprised
part of the data set used in this study. Midcourse Survey 1, also known as the pre-test for
community service, was available for seven days starting two weeks into the Spring 2005
semester. At that point in the semester, students would be familiar with the community
service requirement, but would not yet have completed their service obligation.
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Midcourse Survey 5, also known as the post-test for community service, was available
for two weeks, from 4/19/05 - 5/1/05. At that point in the semester, students should have
completed their community service project.
Data related to student demographics and sense of belonging were collected on
the Precourse and Postcourse surveys for the course. The Precourse survey was available
to students for two weeks at the start of the semester, from 1/10/05 until 1/23/05. At that
point in the semester, students may have met in the large forum up to two times and in
their small discussion sections up to four times. The Postcourse survey was available for
ten days at the end o f the semester, from 4/26/05 until 5/5/05. At that point, all official
instruction had ended, only the final examination remained.
Response rates for the evaluation surveys varied throughout the semester. Most
students responded to the pre- and postcourse surveys (86.8 and 77.4 percent
respectively), whereas only 53.8% completed Midcourse Survey 1, and 79.1% completed
Midcourse Survey 5. The lower rate for Midcourse Survey 1 is likely due to a
combination of factors. First, the precourse and postcourse surveys were worth a larger
portion of the final grade than Midcourse Survey 1 which was worth 3 points, or 0.3% of
a student’s final grade. Furthermore, there may have been a drop in the response rate after
the precourse survey simply due to a lack of understanding on the part of the students that
there were multiple surveys. Early in the semester, some of the 32 NewPAGE graduate
assistants also expressed confusion in the number o f surveys students were required to
complete. It may be that students were not aware of the Midcourse Survey 1 assignment,
or that students may not have seen the value of the three points offered for completing it.
The response rates for those surveys are shown in Table 4 below.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

104
Table 4

Response Rates fo r NewPAGE Surveys Used in this Study

n

%

1525

86.8

Midcourse Survey 1

945

53.8

Midcourse Survey 5

1390

79.1

Postcourse Survey

1360

77.4

Master Institutional Research dataset

1757

100.0

Variable

Precourse Survey

Note. Total enrollment for NewPAGE course = 1757.

The Analysis Sample
The analysis sample for this study (N = 674) consists of students who completed
both Midcourse Survey 1 and Midcourse Survey 5 and adhered to the requirements of
their community service project, meaning that the students DID complete a community
service project if they were in Model 1, Model 2 or Model 3, but DID NOT complete a
project if they were in Model 4. This data set was then merged with a master Institutional
Research dataset containing demographic information and with the pre and postcourse
surveys to provide additional data on the participants. The subjects in the analysis
sample are representative o f the total NewPAGE popluation. The typical subject was a
Caucasian female, age 18, living on campus, and in the College o f Arts and Letters. Both
the analysis sample and the entire population have nearly identical distribution of
students in terms of race, religion, and residence. The students in the analysis sample did
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have slightly higher grade point averages as could be expected since the surveys they
completed were for academic credit and more conscientious, grade-minded students
would be likely to complete them. Correspondingly, the percentage of students in a
learning community or in the honor’s college were slightly higher. The population and
analysis sample are so similar that it instills confidence that the analysis sample
represents the population as a whole in the following statistical analyses. Table 5 and 6
contain demographic information for both the NewPAGE population and the analysis
sample.

Table 5
Demographics fo r NewPAGE Students (N=l 75 7) and Analysis Sample (N=674) -Part I

NewPAGE

Analysis Sample

n

%

n

Sex
Female
Male

985
772

56%
44%

436
238

65%
35%

Race
Black/African-American
Native American
Asian/Pacific Islander

457
10
120

29%
1%
8%

180
5
46

29%
1%
7%

Variable
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Table 5 Continued

Variable

Hispanic
Caucasian
Religion
Catholic
Jewish
Muslim
Protestant
None
Other
Buddhist
Agnostic
Non-denominational

NewPAGE

Analysis Sample

n

%

n

61
942

4%
59%

19
369

3%
60%

267
7
125
541
178
45
7
9
35

22%
1%
10%
45%
15%
4%
1%
1%
3%

128
4
55
274
75
23
3
6
16

22%
1%
9%
47%
13%
4%
1%
1%
3%

%

Current Residence
Residence hall/dorm
Apartment, house, condo
(Not with parents)
Fraternity/sorority house
Live with parents

753

62%

362

62%

84
2
384

7%
<1%
31%

44
1
182

8%
<1%
31%

Residence Hall/Dorm
Gresham
Rogers Main
Rogers East
University Village
Whitehurst

206
172
76
9
302

27%
22%
10%
1%
40%

92
88
34
6
145

25%
24%
9%
2%
40%

269

22%

124

21%

197
81

16%
7%

107
44

18%
8%

150
160
179
191

12%
13%
15%
16%

62
72
92
87

11%
12%
16%
15%

College o f Primary Major
College of Arts and Letters
College of Business and Public
Administration
Darden College o f Education
College of Engineering and
Technology
College o f Health Sciences
College of Sciences
Undecided
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Table 5 Continued

NewPAGE

Analysis Sample

n

%

n

Learning Community (Fall 2004)
Yes
No

278
1417

16%
84%

118
539

18%
82%

Honors College
Yes
No

151
1606

9%
92%

80
594

12%
88%

Prior Classes on the Environment
Yes
No

173
1053

14%
86%

80
509

14%
86%

Variable

%

Table 6
Demographics fo r NewPAGE Students (N=1757) and Analysis Sample (N=674) - Part II

Variable

NewPAGE

Analysis Sample

GPA
High School
ODU Cumulative Spring 2005

M = 3.25
M = 2.65

M = 3.36
M = 2.94

Age

M = 18.32

M = 18.33
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Qualitative Data Collection
Qualitative data was used as a means to further illuminate any group differences
and get a sampling of the emotional mindset of the students after they participated in the
various models of community service. Furthermore it served as triangulating mechanism
for the quantitative data. The qualitative data for this study consisted of three types of
data: student responses to open-ended questions on the NewPAGE evaluation surveys,
student reflection papers written as part of their community service project, and responses
to the GA Community Service Discussion Reactions Surveys which monitored
implementation of the community service project and allowed the NewPAGE graduate
assistants to provide feedback on the project at the end of the semester.
As mentioned, some of the qualitative data gleaned for this study were part of a
larger evaluative study o f the NewPAGE course. This data includes the survey responses
to open-ended questions designed to elicit students’ compliments and criticisms of the
course. The specific questions asked were: Write down something you like about
NewPAGE (asked four times); write down a suggestion for NewPAGE (asked four
times); what do you like least about NewPAGE; what do you like best about NewPAGE;
what was your favorite thing about NewPAGE; What was your least favorite thing about
NewPAGE? Although students were NOT directly asked about community service in the
ffee-response questions on the surveys, over 100 total responses were given that referred
to community service.
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A sample1 o f twenty reflection papers from students in Model 1 were selected and
analyzed; this represents just about 11% of the total students designated to this model.
One hundred reflection papers selected2 from students in either Model 2 or 3 were
analyzed, these represent approximately 7% of the total students designated to these
models.
To monitor implementation of the four CS models and to provide an alternative
gauge of student reactions, the 32 teaching GAs were solicited for feedback via a paper
questionnaire, the GA Community Service Discussion Reactions Survey. All 32 graduate
assistants returned the surveys and these were analyzed.

Data Analysis/Analytic Approach
The study design emanates from the research questions and includes both
quantitative and qualitative elements. The quantitative analysis follows a quasiexperimental, four-group pretest-posttest design as described by Campbell and Stanley
(1963). This pretest-posttest design allows for the assessment of change in NewPAGE
students’ attitudes from the beginning of the semester and prior to completing any
community service activities to the end of the semester, after completing the required
service hours.
The research questions attempt to define the influence of the structure of
community service on student outcomes and to measure to what degree students'

1 No student papers were available for three o f the eight Model 1 classes. The twenty papers were
selected at random from each o f the remaining five classes to provide the analysis sample.
2 No student papers were available for 14 of the Model 2 and 3 classes. These classes were taught by
eight o f the 30 GAs who taught Model 2 and 3 sections. The 100 papers were selected at random from
each of the remaining 51 classes to provide an analysis sample; 74 papers were from Group 2
participants; 26 papers were from students in Model 3.
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emotional reactions to their community service experiences mediate these effects.
Bivariate correlations will be reported to show relationships among the relevant variables.
Least squares regression will be employed to show the extent of the relationships. The
analysis technique, a hierarchical regression with blockwise entry has variables entered in
blocks according to type. A model describing the influence of each variable is generated
for each block of entered variables. The model consists of unstandardized b coefficients
for each predictor and a constant that together comprise a prediction equation for the
outcome variable. The final model for each dependent variable will show the unique
influence of each predictor when the influence of all other predictors are held constant. A
separate prediction equation will be created for each dependent variable: attitudes toward
community service, sense of belonging, sense of social and civic responsibility and
evaluation o f community service experiences. The questions answered by these
regression analyses are:
1. How does the structure o f community service influence student emotional
reactions to community service experiences?
2. How does the structure o f community service affect student attitudes toward
community service?
3. How does the structure o f community service affect student evaluations of their
community service experiences?
4. How does the structure o f community service affect students’ academic sense of
belonging?
5. How does the structure o f community service affect students’ sense of social and
civic responsibility?
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6. How do students’ emotional reactions to community service experiences mediate
the linkages between the structure of community service and students’ community
service attitudes, community service evaluations, academic sense of belonging,
and sense of social and civic responsibility?
A case-study qualitative inquiry method with a modified grounded theory
approach (Creswell, 1998) was utilized to analyze the qualitative data. A sample of 20
reflection papers from students in Model 1 and 100 papers from students in Models 2 and
3 were analyzed. The essays were coded for text related to students’ emotional reactions;
their evaluation of their community service experience; their community service
attitudes; any feelings of isolation or belonging; and social and civic attitudes. Emergent
themes related to these variables are reported.
More than 100 qualitative comments related to community service were analyzed
for themes that helped put students’ reactions and attitudes into sharper relief. These
comments were solicited from NewPAGE students in Midcourse Surveys 2, 3 ,4 and the
Postcourse Survey. Comments related to students’ emotional reactions; their evaluation
o f their community service experience; their community service attitudes; any feelings of
isolation or belonging; and social and civic attitudes were noted and are compared to the
quantitative findings.
The 32 GA Community Service Discussion Reactions Surveys were coded for
GA comments related to students’ emotional reactions; their evaluation of their
community service experience; their community service attitudes; any feelings of
isolation or belonging reported by the students; and students’ social and civic attitudes.
Relevant comments were noted and compared to the quantitative findings.
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CHAPTER IV
RESULTS

This study examined the effect of structure and emotional experiences during
community service on freshmen college students' attitudes toward community service,
evaluation of their community service experience, sense of social/civic responsibility, and
sense of belonging. The participants in this study were freshmen enrolled in New Portals
to Appreciation our Global Environment (NewPAGE), a new required course at Old
Dominion University (ODU).

Contextual Data
Student Attitudes toward the NewPAGE Course
NewPAGE was offered for the first time during the Spring 2005 semester and all
freshmen and transfer students with fewer than 12 credit hours were required to take it.
Students' attitudes toward the new requirement and the course generally had the potential
to affect their attitudes on the dependent variables: attitude toward community service,
evaluation o f their NewPAGE community service experience, sense of social and civic
responsibility, and sense o f belonging. Several questions from the end of course survey
pertained to students' attitudes and impressions of their NewPAGE discussion section and
the NewPAGE course generally. These questions and the frequency distributions are
listed in Tables 7 and 8. Students’ responses on these questions were used to calculate
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two composite measures: students’ attitudes toward the NewPAGE course (NewPAGE
attitude), and students’ attitude toward their discussion section (Discussion section
attitude). These variables were factored in to several of the analyses to account for any
effect the attitudes may have had on the dependent variables. The mean response for
NewPAGE attitude was 2.33 (SD = .75) meaning that in general, students disagreed with
the NewPAGE course requirement and found the course to have “very little” (2.00) to
“somewhat” (3.00) of an effect on their attitudes and behaviors toward the environment.
The mean response for Discussion section attitude was 3.21 (SD = .85) meaning that
students tended to be between “neutral” (3.00) and “agree” (4.00) when asked about the
effectiveness of their discussion section.
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Table 7

Students ’Attitudes toward New PAGE (N = 674)
Evaluative Question

Strongly Disagree

Disagree

Neutral

Agree

Strongly Agree

I am satisfied with being a part of a class
with 1800 students.

193 (32.7%)

146 (24.7%)

154 (26.1%)

80 (13.6%)

17(2.9%)

I am satisfied with the fact that this is a
required course.

356 (60.4 %)

96(16.3%)

87 (14.8%)

38 (6.5%)

12 (2.0%)

Not at All

Very Little

Somewhat

Quite a bit

To a Great Extent

How beneficial have you found the
NewPAGE course overall?

182 (30.9%)

153 (26.0%)

195 (33.1%)

50 (8.5%)

9(1.5%)

How effective has the NewPAGE course
been in raising your awareness of
environmental issues?

98 (16.7%)

111 (18.9%)

206 (35.1%)

131 (22.3%)

41(7.0%)

Has the NewPAGE course caused you to
change any of your personal habits
that affect the environment?

172 (29.3%)

151 (25.7%)

207 (35.2%)

47 (8.01%)

11 (1.9%)

Has the NewPAGE course led you to
reconsider any of your attitudes on
environmental issues?

150 (25.6%)

139 (23.7%)

210 (35.8%)

71 (12.1%)

16 (2.7%)
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Table 7 Continued

How has participating in the NewPAGE
course affected your attitude toward ODU?

Dramatically
decreased it

Slightly
decreased it

It hasn’t
changed it

Slightly
improved it

Dramatically
improved it

78 (13.2%)

200 (33.9%)

258 (43.7%)

50 (8.5%)

4 (.7%)

Disagree

Neutral

Agree

Strongly Agree

Table 8
Students ’Attitudes toward their Discussion Sections (N = 674)
Evaluative Question

Strongly Disagree

I feel that the discussion section was
effective in helping me understand
the material covered in lecture.

92 (15.8%)

99 (17.0%)

158 (27.1%)

170 (29.2%)

64(11.0%)

I feel that the discussion sections helped
improve my critical thinking skills through
discussion and debate.

106(18.1%)

119 (20.3%)

183 (31.2%)

134 (22.87%)

45 (7.7%)

I feel that the activities in the discussion
section were effective in reinforcing the
material we learned in lecture.

96(16.5%)

86 (14.8%)

187 (32.1%)

168 (28.8%)

46 (7.9%)

I am satisfied with the number of students
in my discussion section.

22 (3.7%)

20 (3.4%)

117(19.9%)

344 (58.4%)

86 (14.6%)

I feel that the teaching style of my teaching
assistant was adequate in helping me learn.

55 (9.4%)

59(10.0%)

151 (25.7%)

173 (29.4 %)

150 (25.5%)
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Bivariate Correlations
Bivariate correlations were done on all non-categorical variables to examine the
relationship between pertinent variables and to check for multi-collinearity, an
assumption for multiple linear regressions. There was no evidence of multicollinearity
and the relationships between the variables were consistent with the hypotheses (see
Appendix I for a discussion of the relationships between the variables and Tables 34-41
which list all bivariate correlations).

The NewPAGE Community Service Project
Students' Prior Experience with Community Service
The adapted Service-Learning Participant Profile (SLPP) (Virginia Polytechnic
Institute and State University) was given to students near the start of the semester to
determine students’ prior experiences with community service. A large percentage of
students (81.7%) reported previous community service experiences and a substantial
number (44.7%) reported participating in community service a few times per year.
Students reported several impetuses for their volunteer work including fulfilling a school
or course requirement, acting as part of a church or religious activity, and personal
initiative (see Table 9).
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Table 9

Frequency Table o f Prior Community Service Involvement (N=674)

Variable

n

%

Prior Community Service Participation
Yes
No

548
123

81.7
18.3

Impetus fo r Prior Experience
School or course requirement
Church or religious activity
Personal Initiative
Other (scouts, clubs, court ordered, etc.)

442
337
280
99

65.6
50.0
41.5
14.7

Frequency o f Prior Experience
Never
Just Once
Once per year
A few times per year
A few times per month
Weekly

56
110
104
301
71
32

8.3
16.3
15.4
44.7
10.5
4.7

Implementation o f NewPAGE Community Service Project
The NewPAGE course required students to perform a 5-hour community service
project. The assignment guidelines stipulated that the activity should “in some way help
to improve the environment at a local, national or international level” (The Community
Service Project: Assignment Details, see Appendix B) and students were directed to a
Web site listing local opportunities. NewPAGE graduate assistants monitored the
students' service projects and accordingly there was variation in what was considered
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beneficial to the environment. On the whole, students were given broad discretion
selecting their service activities.
Each of the 74 discussion sections were designated to one of four models for
community service. The 32 teaching graduate assistants were given a short paper survey
(GA Community Service Discussion Reactions, see Appendix J) at the end of the course
to assess adherence to the designated community service model. Some deviations were
found. In 10 cases, GAs who were assigned to lead Model 2 sections did not hold a
community service discussion with their students. As this discussion represented the only
difference between Model 2 and Model 3, this effectively changed the community service
structure for these sections to Model 3. Accordingly, these sections were recorded as
Model 3. In one case, a discussion section assigned to Model 3 held a class discussion
and this section was changed accordingly to Model 2. There were two types of deviations
in Model 1 sections: 1) students from other sections joined some of the group service
activities; and 2) a reflective class discussion was not held in some sections. These
deviations are detailed below.
Eight GAs led Model 1 Community Service projects. Each GA was given
instructions to develop a community service activity that the class could perform as a
group. Three GAs collaborated with the ODU Director o f Environmental Health and
Safety; she helped plan and implement community service activities for these groups.
The activities for these three classes were: a wetlands clean-up, yard restoration for an
elderly man whose property was damaged in a hurricane, and a tree planting activity on
campus (see student descriptions below). All three GAs reported very positive
experiences. The remaining five GAs planned activities without outside assistance. Their
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activities included three trash pick-ups, two at the beach and one in a local neighborhood;
an eco-friendly car wash; and a collection of recycleable products from the ODU
residence halls. These GAs reported mostly good experiences. Two of them mentioned
that inclement weather made the trash pick-up events less enjoyable.
Six of the eight GAs reported that students from outside their sections joined their
group activity. The number o f extra students ranged from one to 25 per activity. One
extra student joined the yard clean-up, three additional students participated in the tree
planting, approximately seven additional students joined the one of the beach clean-ups,
10 to 12 outside students joined the other beach clean-up, around 20 extra students joined
the wetlands clean-up, and an estimated 25 extra students participated in the eco-friendly
car wash. In many cases, the extra students came from the graduate assistants' other
sections - sections that were designated as either Model 2 or 3.
Three of the eight GAs reported not having a reflective class discussion after their
group activity. They reported feeling compelled to using the remaining class periods to
review for the upcoming final exam. These deviations contribute to treatment diffusion,
meaning that the difference between the groups is minimized. This may diminish the
internal validity of the study and will be discussed further in chapter five.
After accounting for the deviations in implementation of the community service
project, 10.1% of the students were enrolled in a Model 1 section, 61.2% in a Model 2
section, 22.5% in a Model 3 section and 6.2% in a Model 4 section. The analysis sample
closely approximates these ratios as shown in Table 10. The minor differences in Model
1 and Model 4 percentages are understandable since community service had a greater
emphasis in Model 1 sections and students accordingly would be more likely to complete
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the evaluation survey related to community service. Likewise, students in Model 4
sections completed an alternative assignment in lieu of community service and as a result
may not have either not realized they still needed to complete the survey, or have just
forgotten to do so.

Table 10
Number o f Students per Community Service Model

Model of Community Service Assigned

NewPAGE

Analysis Sample

Model 1: Group-Centered Projects
with Class Discussion

177(10.1%)

85 (12.6%)

Model 2: Individually-Directed
Experiences with Class Discussion

1075 (61.2%)

424 (62.9%)

Model 3: Individually Directed
Experiences with No Class Discussion

396 (22.5%)

146 (21.7%)

Model 4: No Service

109 (6.2%)

19 (2.8%)

Total

1757

674

Rate o f Fulfillment o f the Community Service Requirement
Midcourse survey 5 asked students logistical and evaluative questions about their
NewPAGE community service experience. O f the students who completed this survey (N
= 1394) 90.3% reported completing a community service project. O f the 9.7% who did
not complete the assignment, 3.3% were assigned to complete an alternative assignment,
2.9% were unable to complete the project for personal reasons, 1.3% chose not to
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complete the assignment, and most of the remaining 2.2% indicated they were still
planning to complete their service. Assuming that some of the students who were still
planning to serve their five hours actually did so, it can be estimated that approximately
5% o f the NewPAGE students did not fulfill their requirement of five hours of
community service.

Logistics o f Students' Community Service Experiences
Students who completed community service (N = 655 for the analysis sample)
were asked a series of logistic questions. Students were asked about the organization
they served and how they selected their particular activity, what kind of service activities
they completed and what issue their service addressed, whether they discussed or
researched the issue prior to completing the service and how frequently they discussed
their community service project both inside and outside of class, and finally who
benefited from their service.
Most students volunteered for a local organization (32.3%) or joined an ODUsponsored activity (35.0%). Students tended to get service ideas from their friends
(35.6%) rather than selecting them from the available web site (6.6%). More than onefifth o f the students (21.2%) said they designed their own service activity. Over half of
the students (60.7%) described their service as environmental and more students' service
dealt with litter (48.3%) than any other environmental problem. Many students (36.7%)
said they discussed or researched the issue their service pertained to during a NewPAGE
assignment or activity, but more (45.0%) reported no prior research or discussion. The
largest percentages of students said that they discussed their community service project
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three to five times in class (42.0%) and three to five times outside of class (27.5%) during
the semester. Over half of the students characterized their service as helping the
community generally (54.4%) rather than directly (22.3%) or indirectly (18.8%) helping
other people. This aspect o f the service was an important predictor o f student's service
evaluation and attitudes. Refer to Table 11 for more information on the logistics of
students’ community service experiences.

Table 11
Logistics o f Students ’ Community Service Activities (N=655)

Variable

n

%

Factor Influencing Selection o f Community Service Activity
TA assigned it
31
Discussion section decided as a group
49
Selected from website
43
Designed it myself
138
Required for another class/organization
43
Heard about it from a friend
232
My TA told me about it
27
Other (most common response: received an email) 33

4.8
7.5
6.6
21.2
6.6
35.6
4.1
13.5

Kind o f Community Service
(Students could select all that applied)
Education
Human Services
Environment
Public Safety
Other

18.7
27.0
60.7
4.2
7.9

128
185
416
29
54
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Table 11 Continued

Variable

Problem Addressed by Community Service
(Students could select all that applied)
Air Pollution
Water Use or Water Pollution
Litter
Energy Use
Protection o f Ecosystems
(forests, wetlands, etc.)
Habitat Creation or Preservation
Waste Disposal/Reduction
Recycling
Wildlife Protection
City Parks/Neighborhoods
Gardens/Community Gardens
Endangered Species
Educating others about the environment
Other (most common responses: cancer,
homelessness, infectious diseases)
Community Service Type
Activities directly helping other people
(for example working in a shelter or mentoring
someone)
Activities that may indirectly help other people
(for example raising money or collecting food
or clothing for people in need)
Activities that helped the community generally
(for example recycling cans or cleaning a park
or getting signatures on a petition)
Other

n

%

16
68
331
17
74

2.3
9.9
48.3
2.5
10.8

70
164
222
46
159
56
8
74
147

10.2
23.9
32.4
6.7
23.2
8.2
1.2
10.8
21.5

146

22.3

123

18.8

356

54.4

29

4.4
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Descriptions o f Service Activities
As mentioned above, the students in Model 1 participated in group activities with
their classmates in their discussion section. Some sample descriptions of these activities
are provided below3.
For our community service, my discussion class, along with some others, picked
up trash and debris. The site was off of 25th street. At the end of the road there is
a ditch with shrubs and trees surrounding it where many people feel the need to
dump their trash. I picked up a wide range of debris, including glass bottles, beer
cans, a shoe, candy wrappers, and plastic bags (Reflection paper, Model 1
Student).

The community service project for our New Page discussion class was to go
around the dorms and collect bottles and aluminum cans for recycling. Our class
picked this because we all understood that recycling everyday things such as soda
cans and soda bottles can really help the environment by not using more resources
but just re-using the old ones. Since we are all in college, there were a lot of
recyclables that could be picked up and used to create new things, and it was
something we all agreed on. Some people in our class were assigned to hand out
fliers and others were to go around and pick up cans and bottles. I wasn’t able to
go around and collect the recyclables so I handed out flyers with some people.
When we would slide them under the doors, or hand them to people we tried to
explain what we were doing and why recycling was important to the environment.

3 Quotes are reported verbatim and may contain spelling and grammatical errors as well as colorful
language.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

125

A lot of people promised to keep their cans and bottles separate from their regular
trash so that they could give them to the collectors when they came by. Many of
the people said they would like to recycle more but the facilities are not available
and it is too hard to take their cans and bottles to a recycling center (Reflection
paper, Model 1 Student).

[Our] class participated in a group community service learning project. Our
assignment was to clean-up and landscape an elderly gentleman’s home in
Portsmouth,VA. Mr. [name omitted], the man that we were assigned to help, is
an 85 year old man whose home was damaged by Hurricane Isabel in 2003.
There was a lot of debris and overgrowth in yard when our class arrived, and there
was already a team of people working the yard and in the house (Reflection paper,
Model 1 Student).

Our discussion class, as a whole, chose to complete our community service at the
beach. We went to the Virginia Beach oceanfront and picked up trash and
different kinds of litter. Our community service project was led by our discussion
teacher, so it was a joint effort (Reflection paper, Model 1 Student).

On April 21, 2005, the discussion group o f the New Page class went down to
Chick’s Beach to participate in our community service project.... The class
gathered all kinds o f trash ranging from plastic bottles to beer bottles and a huge
cardboard box (Reflection paper, Model 1 Student).
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Students in Models 2 and 3 experienced a wide variety of service activities.
Many students reported doing their service through their church or in their own
neighborhoods; some students made up their own activities. Some students appeared to
take the assignment seriously and selected an activity that was meaningful for them.
Others seemed to pick the easiest opportunity. A typical experience consisted of a
neighborhood, campus or beach clean-up, but actual experiences ranged from assisting
the homeless, working in a soup kitchen, teaching young children about recycling, selling
concessions at the Relay-for Life, to hiking through mud on the Eastern Shore to examine
soil samples. Some descriptions of community service activities from students in Models
2 and 3 follow.
My community service project was to go to the SPCA and volunteer. I love
animals and I believe that all animals should be protected (Reflection paper,
Model 2 Student).

On Wednesday April 20th, I participated in the storm-drain stenciling activity
lead by the ODU Environmental Health Department. About 30 students gathered
in front of Hughes Hall to take part in labeling all of the drains around campus.
We put on bright orange safety vests, in a Village Peoplesque way, grabbed
midnight-blue spray paint, and a fresh stencil and it was off to work! When we
arrived at the first drain to be labeled, I still had not realized the significance of
the task we were about to embark on. Once the first drain was finished and the
stencil was picked up, I looked at the fresh paint and it hit me. Seeing “Drains to
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Bay” in dark blue letters gave me the chills. I thought of all those times when I
was a kid just tossing trash down the drain thinking it went to a water treatment
plant somewhere; I had no idea it went straight to our rivers. Hopefully, with an
attractive reminder, thanks to the New Page kids, more people will at least
hesitate before they drain their car antifreeze, old oil, and other things down these
drains (Reflection paper, Model 2 Student).

When we were not that busy, I sat down with some of the people and got to know
them better. I met one lady who said she lived in an abandoned houses. She told
me she was so happy that my church had a soup kitchen every Saturday. She also
told me that I needed to stay in school because the reason she was homeless was
because she didn’t finish high school and gave up on trying to find a job. I learned
a lot from some o f the people that came to the soup kitchen but this is not
anything new to me my grandmother has had participating in soup kitchens since
I was 12 (Reflection paper, Model 3 Student).

Still to this moment, I resent my role in the community service project. This is
due to the fact that I was tricked and mislead. After going to the pre-volunteer
hour meeting, the coordinator gave the impression that I was simply going to be
sorting out different raw materials. Put Paper in a can. Put Plastic in a can.
Simple enough I thought. Expecting to be sorting through disgusting trash for
half a day, I went to the event dressed like a complete bum. My hair was wild.
My clothes were horrendous. To my complete horror, I found out later that I was
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going to be in a video. As a result of not being dressed in business attire, I played
the role o f a non-speaking, non-moving bystander. For four hours, I was forced to
stand in the freezing cold “reacting.” Act shocked. Act curious. Act like you
don’t even know your acting. The whole situation was tedious and exasperating.
I don’t even know how my role was relevant to the environment at all (Reflection
Paper, Model 3 Student).

The organization I picked was the Virginia Department of Environmental Quality
(DEQ). This organization is a place where the staff reviews the science and
regulation of ambient air quality, how monitoring is conducted, and its potential
effects on health and the environment. This organization extends from here to
Maryland that checks over 1200 industries to see their records of how much
pollution they release into the environment everyday and to check to see if the
levels go over federal regulation laws. I picked this particular service opportunity
because when I was getting my research together for my debate about global
climate change, I found this a very interesting subject and I decided to look for a
community service opportunity that deals with this topic. The specific roles I
filled included going out to their monitoring sites and seeing the technology used
for many types o f air pollution like ozone, particulate matter (PM10 and PM2.5),
nitrogen dioxide, sulfur dioxide, and carbon monoxide. I also saw how to operate
each monitor, how to change the filters, when to change the filters, and how to
store the filters until they get mailed to the main laboratories in Richmond. I also
saw the tests done to see what is in the air and affecting it the most, so the
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organization can find ways to control it in the air (Reflection paper, Model 2
Student).

For my community service, I picked up trash around the outsides of my dorm and
along the river and cooked organic vegetarian chili. I was going to do community
service with the university but they didn’t show up at the meeting they were
supposed to have, so I picked up trash with a small group. I chose this opportunity
because it is really annoying having trash lying around when there are trash cans
everywhere. I cooked organic vegetarian chili because I tried a sample at an
organic grocery store and it tasted really good (Reflection paper, Model 2
Student).

I did Relay for Life as my community service project. I picked this project
because it affects so many people. One in three people have been diagnosed with
some kind o f cancer. Those participating in Relay for Life raised $53,000 for
cancer research. My role during Relay for Life was to raise money from willing
people. I made strawberry daiquiris and sold them for one dollar and our table
almost made two hundred dollars. I also walked two hours, an hour for each
person in my family that had been diagnosed with cancer, around Webb Center
(Reflection paper, Model 2 Student).

While trying to decide on what to do for community service, I ran into my coach
from high school. He told me that Greenbrier Christian Academy needed some
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help. A section of the campus was not in good shape, so they had a group of
people groom the area by removing the infertile soil and replacing it with fertile
soil. I was one of these people. We had to load wheelbarrows and rake in the new
soil (Reflection paper, Model 2 Student).

For my five hours o f community service, I decided to help my family with the
yard. This included picking up trash, recycling bottles, removing debris and
taking it to the local dump where it is turned into mulch, and cleaning out the
gutters. I picked this because I knew my parents needed help and that it would
help the local environment at the same time (Reflection paper, Model 2 Student).

Paul and I painted the molding for about 2 hours, and then took a break to go
across the street to Seven Eleven. We sat outside for a while while Paul smoked,
and I had chocolate milk. Then we went back to the church to continue painting
the molding. When we finished that, we had plenty of time left on our hands and
nothing else to do, so we explored the church, and found two wheelchairs. We
decided we would test out the wheelchairs and make sure they were in working
order for the elderly and disabled. We tested turning radius, balancing abilities on
the back two tires, how fast they could spin in case a disabled person needed to
turn around quickly, top speed in forward and reverse, and how easily the
wheelchair could flip backwards when applying both brakes. My leg still hurts
from landing on a metal fold out chair. The wheelchairs are in fine working order,
and surely ready for any disabled person, as I don’t think they would try half the
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stuff Paul and I tried. They also did reverse 180’s very well (Reflection paper,
Model 2 Student).

General Feedbackfrom GAs on the Community Service Project
In the GA Community Service Discussion Reactions surveys, GAs wrote
comments that provided insight into the community service project generally. Most GAs
found the reflective class discussion on students’ community service experiences to be
worthwhile. A GA who taught both a Model 1 and Model 2 sections said, “Dynamic
participation of students made it interesting and a worthwhile learning for other students
too!” Another GA believed that his students’ true sentiments were expressed in their
reflection papers and more emphasis on the discussion could encourage students to
acknowledge their pro-environmental attitudes. He said, “I strongly urge to have
community discussion next semester. After reading their reflection papers, I realized that
students are aware and care about their environment. They really don't want to admit that
fact” (Model 2 GA).
Some GAs did not hold a reflective class discussion on students’ service
experiences. Most often, the GAs explained that they needed to spend the class time
reviewing for the final exam. One GA explained, I didn't get around to doing it, but we
were so busy with the content of the course that is slip through my hands! (Model 1 and 3
GA). Others felt that the discussion shouldn’t warrant a whole class period and that
students could share experiences in much less time.
GAs offered numerous suggestions. The comments from Model 1 GAs reflected
the extra effort required to organize a group activity. “Individual activities are probably
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easier than group projects” one Model 1 GA said. Another urged more coordination with
the department o f environmental safety, especially with its director who helped to
coordinate some of the Model 1 events. “If more activities could be organized with her
help, I think activities would be improved” (Model 1 GA). Another Model 1 GA echoed
this idea explaining, “For group activity, more info and logistical support required. List of
activities which can be done should be listed (cause it took 1-2 discussion sessions for me
to discuss what we would do).”
Many GAs suggested more group activities, similar to the Model 1 format, and
more established projects that students could chose from.
I think it would be valuable if each GA picked a project they would like to
sponsor and take a group, primarily of their own student, but not strictly. This
way you get most o f your class bonded but you don't have to freak out if one
student has a scheduling conflict. Also, this gives the page students 33 projects to
choose from (Model 1 and 3 GA).

I think that it would be more useful for everyone in the class to participate in a
joint community service project instead of having each student find one by
themselves Many of my students suggested the same thing to me...that is they
would have rather done the project as a class (Model 2 GA).

“Students wished... that NewPAGE would set up weekly or monthly projects
rather than having to find their own” (Model 2 GA).
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Another GA felt group activities would be more effective. [Community service should
be] “organized by classes or at least large group activities-1 don't think the individual
option is as effective” (Model 2 GA). On the other hand, one GA did not like the idea of
leading a group project: “I think that organizing a common group activity would be too
unwieldy and I prefer individual activities” (Model 2). Another thought that community
service should be optional: “I think there must be a choice of community service or
alternative assignment” (Model 2, 3, and 4 GA). She also stressed the importance of
course relevance: [Community service activities] must be strictly related to the
environment.”
Other GAs also discussed the need to integrate community service into the course
curriculum. “Community service functions should be held during each theme, and be
closely tied to the theme to make learning more relevant and hands-on” (Model 2 GA).
Use one hour of each theme for community service (up the hours to 10). Group
events that GAs and faculty attend. Have some other activities relate to CS - find
an article on CS and write what you think the benefits are (Model 2 GA).

I think the time commitment should be lessened or we should get rid of the
position paper and have community service be a more central focus of the class
(Model 3 GA).
A few other GAs agreed that the number of hours should be reduced: “5 hours too long”
(Model 1 GA). “Students wished they had to do only 1-3 hours” (Model 2 GA). A few
GAs wanted to drop the requirement entirely. “Scrap it, its not service if we require it”
(Model 2). “Drop it and have students do an online research on some env. group. Have
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them research what Green Peace, for instance, does” (Model 2 GA). Finally, a few GAs
saw emotional benefit to the project, but were unsure o f the academic rigor: “Most
enjoyed it, some say that it didn't teach them anything though” (Model 2 GA). “Not a lot
of significant learning about the environment, but lots of good feelings about helping the
environment and others” (Model 1 GA).

Research Question 1:
How does the structure o f community service influence student emotional reactions to
community service experiences?
Quantitative Results
Students were asked to examine the emotions they felt during their community
service activity. In Midcourse Survey 5, students were given a list of ten emotions and
asked to indicate the extent to which they experienced that emotion: not at all (0), mild
(1), moderate (2), or strong (3). The ten emotions were: personal satisfaction, anger,
disgust, compassion, pity, happiness, surprise, anxiety, fear and guilt. Students were also
given the option of selecting “other” and writing in an emotion.
The most commonly experienced emotions were personal satisfaction (M=2.11,
SD=.96), happiness (M= 1.78, £0=1.06), compassion (M= 1.64, SD=1.12) and surprise
(M=1.25,£0=1.16). Based on these means, the average student experienced moderate
personal satisfaction, happiness, and compassion and mild surprise while completing her
community service activity. All other emotions had means below 1.00 (mild). In
descending order of frequency, these were: disgust (M=.99, £0=1.09), pity (M=.86,
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£0=1.03), anger (M=.78, £0=1.01), anxiety (M=.66, £0=.93), guilt (M=.57, £0=.88),
fear (M=.41, £ 0 = .74), and other emotion (iff=.43, £0= .83).
Approximately 100 students wrote in an emotion. About half of these emotions
were positive. Common responses included: accomplishment, fulfillment, pride and joy.
About half of the emotions were negative. Common responses included: aggravation,
boredom, annoyance, disappointment, hatred, and cold. A few of the responses suggested
insight, for example, “I felt bad, how much litter we, as people, generate into the
environment; especially konwing that I havent helped the situation much” (NewPAGE
Student, Midcourse Survey 5) and a few contained multiple emotions “shock,
understanding, gratifications, discontent, saddness, yet joy” (NewPAGE Student,
Midcourse Survey 5).
With the assumption that a person's emotional response to an event will be
dictated in part by their own emotional sensibility, students were given a three-question
pretest to establish their emotional baseline. Students who considered themselves to be
very emotional, more emotional than their peers, and highly sensitive to other people's
emotions would have the highest scores. This scale provides a measure to equate
students' emotional responses to their community service experiences. Females had
significantly higher scores on this pretest (M=2.78, £D=.64) than males (M=2.47,
£D=.65) indicating that females on average rate themselves more emotional and more
empathetic, t{672) = 6.000, p<.001.
Several different statistical procedures were used to examine students' emotional
reactions. First the mean value and standard deviation were calculated for each of the ten
specified emotions, plus other emotion, and the mean emotional intensity. Means are
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listed by community service model and gender in Table 12. A multivariate analysis of
variance (MANOVA) was employed to seek out differences in the experience of the
emotions between students in each community service model and between genders.
Finally, a hierarchical multiple regression was performed for each emotion to explore the
influence of several predictors on the likelihood students will experience that emotion.
The predictors were: community service model, gender, race, emotional baseline,
students' attitude towards NewPAGE, students' attitude toward their discussion section,
and the type of service that students performed: activities that helped people directly,
activities that may have helped people indirectly, or activities that helped the community
generally.
Table 12 displays the mean score for each emotion, broken down by community
service model and gender. Values range from 0, didn't experience, to 3, strong experience
of that emotion. The mean emotional intensity was calculated by adding the score on all
11 emotions and dividing by 11. Interestingly, males' overall emotional intensity score
was higher, meaning that males generally reported a slightly more intense emotional
experience than females. This is surprising given the higher mean for females in the
emotional baseline score. This difference was not significant, however.
A MANOVA revealed no main effect for community service model,
F(24, 1278) = .791, ns, indicating that students' emotional experiences varied little
between the community service models. There were however, significant differences in
emotional experiences between genders, F(12, 638) = 2.438,/K.Ol. Males and females
reported experiencing significantly different degrees of anger (F= 12.858, /K.001),
anxiety, (F = 9.351, /?<.01), fear, (F= 20.668, p<.001), guilt, (F= 7.017,/><.01), and
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other emotion, (F= 17.638, £><.001). Males, on average, reported experiencing more
anger, anxiety, fear, guilt, and other emotion than females.

Table 12
Emotions Students Reported Experiencing During Community Service (N = 655)

Model 1

Model 2

Model 3

All models

Emotion

M (SD)

M (SD)

M (SD)

M (SD)

Personal Satisfaction
Females
Males

2.08 (.88)
2.15 (.85)
1.92 (.94)

2.12 (.98)
2.16 (.95)
2.03 1.04)

2.10 (.96)
2.16 (.92)
2.02 (1.02)

2.11 (.96)
2.16 (.93)
2.01 (1.02)

Anger
Females
Males

.75 (.93)
.56 (.84)
1.19 (.98)

.78 1.02)
.73 (.99)
.87 1.06)

.82(1.03)
.81 (1.03)
.83 (1.03)

Disgust
Females
Males

1.01 (1.06)
.88(1.04)
1.31 (.93)

.99 1.09)
.94 1.10)
1.07 1.09)

1.00(1.09)
1.02(1.07)
.97(1.12)

.99(1.09)
.95(1.09)
1.07(1.08)

Compassion
Females
Males

1.64(1.03)
1.58(1.05)
1.77 (.99)

1.63 1.15)
1.68 1.17)
1.53 1.13)

1.69(1.09)
1.75(1.10)
1.62(1.09)

1.64(1.12)
1.68(1.14)
1.59(1.10)

Pity
Females
Males

.86(1.07)
.74(1.04)
1.12(1.11)

.84 1.01)
.83 1.02)
.88 (.99)

.92(1.06)
1.01 (1.09)
.82(1.04)

.86(1.03)
.85 (1.04)
.89(1.01)

Happiness
Females
Males

1.81 (.99)
1.90 (.96)
1.62(1.06)

1.77 1.09)
1.80 1.10)
1.71 1.07)

1.77(1.04)
1.80(1.01)
1.73 (1.08)

1.78 (1.06)
1.82(1.06)
1.71 (1.06)

Surprise
Females
Males

.99(1.14)
.92 (1.16)
1.15(1.08)

1.32 1.15)
1.38 1.15)
1.19 1.14)

1.23 (1.20)
1.23(1.18)
1.24(1.23)

1.25(1.16)
1.28(1.17)
1.20(1.15)

.78 (1.01)
.72* (.98)
.89* (1.05)
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Table 12 Continued

Emotion

Model 1

Model 2

Model 3

All models

M (SD)

M (SD)

M (SD)

M (SD)

Anxiety
Females
Males

.44 (.81)
.22 (.62)
.92 (.98)

.67 (.93)
.61 (.90)
.80 (.97)

.74(1.00)
.75 (1.03)
.74 (.98)

.66 .93)
.58* .91)
.80* .97)

Fear
Females
Males

.38 (.71)
.19 (.47)
.81 (.94)

.37 (.69)
.33 (.66)
.45 (.74)

.53 (.88)
.45 (.78)
.63 (.98)

.41 .74)
.34* .66)
.54* .84)

Guilt
Females
Males

.50 (.78)
.28 (.58)
1.00 (.94)

.56 (.87)
.51 (.85)
.67 (.91)

.63 (.95)
.69(1.01)
.56 (.88)

.57 .88)
.51* .86)
.67* .91)

Other
Females
Males

.33 (.71)
.15 (.36)
.74 (1.06)

.41 (.81)
.37 (.78)
.48 (.88)

.53 (.92)
.47 (.92)
.60 (.94)

.43 .82)
.36* .77)
.55* .92)

.98 (.50)
.88 (.39)
1.21 (.62)

1.02 (.54)
1.03 (.50)
1.02 (.60)

1.07 (.60)
1.08 (.59)
1.06 (.62)

Mean Emotional Intensity
Females
Males

1.03
1.02
1.05

.55)
.57)
.61)

Note. * indicates significant differences between genders, p < .01.

A hierarchical multiple regression was used to examine the influences on students'
emotional responses. Variables were entered in three blocks: 1) community service
models 2) demographic variables 3) discussion session attitude, NewPAGE attitude,
emotional baseline, and the type of service activity. In the first block, community service
model 3 is the omitted category meaning that the effects of model 1 and model 2 are
compared with model 3 and reported as the unstandardized coefficients. In the second
block males and Caucasian are omitted, so the effect of being female is reported, as is the

Reproduced with permission o f the copyright owner. Further reproduction prohibited without permission.

effect of being African American or other race as compared to being Caucasian. In the
third block, two continuous variables are entered, NewPAGE attitude and discussion
section attitude. In these cases, the coefficient represents the change in intensity of
emotion with every one-unit change in predictor variable. Type of service activity is also
entered in this block, and as with race and gender, the effect of these variables is reported
as compared to the omitted category which in this case is activities helping the
community generally. So, for example, a b coefficient of .25 for activities directly
helping others means these students would on average have an emotional score .25 higher
than students whose activities helped the community generally.

Community service model was not a significant predictor for personal
satisfaction, anger, disgust, compassion, pity, happiness, surprise, fear, guilt, other
emotion, or mean emotional intensity, accounting for less than one percent of the
variance in each emotion. Coefficients tended to drop when demographic variables were
added and drop still further when the emotional baseline, NewPAGE attitude, discussion
section attitude, and service type were factored in. Community Service Model 1 was a
significant negative predictor for anxiety suggesting that students participating in the
planned group activities with their classmates were slightly less likely to feel anxious
during their community service activity. This was no longer significant once NewPAGE
attitude, discussion section attitude, and service type were added as predictors.
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Gender was a significant predictor for anger, anxiety, fear, guilt, and other
emotion. In each case, females were less likely to experience these emotions. Gender also
emerged as significant predictor for personal satisfaction when it was first entered in to
the regression, but it dropped below the significance level when the third block of
predictors was added. This suggests that females may have been slightly more likely to
feel personally satisfied during their community service experience. African Americans
were less likely to report feeling personal satisfaction or happiness.
Emotional baseline was a potent predictor, showing significance on personal
satisfaction, compassion, pity, surprise, guilt, and mean emotional intensity. In all cases
the relationship was positive meaning a higher score on the emotional pre-test predicted
an increase in the likelihood o f experiencing the emotions or in experiencing them to a
more intense degree. Students' attitude toward the NewPAGE class significantly
predicted personal satisfaction, compassion, happiness, surprise, guilt, and mean
emotional intensity. In each case a more positive attitude toward NewPAGE predicted a
stronger experience o f the emotion. Students' attitude toward their individual discussion
section predicted their level o f personal satisfaction, with more positive attitudes leading
to higher levels o f satisfaction.
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Service type was a salient predictor, often providing the most predictive power of
all the variables. Students indicated whether the activity they performed directly
benefited others, indirectly benefited others, or helped the community generally.
Participating in activities that directly benefited others was more influential than
participating in activities that indirectly benefited others. Accordingly, the b values
tended to be higher and more significant. Students who perceived their experiences to be
directly beneficial were significantly more likely to report experiencing personal
satisfaction, compassion, pity, happiness, and surprise, and to have a more emotionally
intense experience. They were significantly less likely to report anger or disgust.
Students who perceived their experiences as indirectly benefiting others were
significantly more likely to report experiencing compassion, pity, and happiness. They
were significantly less likely to report disgust. Tables 13 thru 16 list all unstandardized
coefficients and R squared values for all 12 regression equations.
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Table 13
Selected Influences on Students' Emotional Experiences during Community

Service (CS) - Part I (N~655)
Anger

Personal Satisfaction
Model

1

2

3

Disgust

1

2

3

-.07
(.14)

-.03
(.14)

-.07
(.14)

-.04
( .1 0 )

- .0 2

- .0 2

( .1 0 )

( .1 0 )

-.17*
(.09)

1

3

2

Block 1

Omitted category: Model 3
CS Model
1

CS Model
2

- .0 1

- .0 2

(.13)

(.13)

.03
( .1 2 )

.0 2

.0 1

- .0 1

(.09)

(.09)

(.09)

.0 1

(.15)
- .0 1

( .1 0 )

.04
(.15)
.0 1

( .1 1 )

-.06
(.15)
- .0 1

( .1 0 )

Block 2

Omitted categories: Male, Caucasian
Female

.17*
(.08)

(.08)

-.16
(.08)

African
American

-.18*
( 10)

-.2 0 *
(.08)

- .0 1

- .0 2

(.09)

(.09)

( .1 0 )

-.05
( .1 0 )

Other
races

.08
(.1 0 )

- .0 2

.1 1

.1 1

( .1 0 )

( .1 1 )

( .1 1 )

.13
( .1 2 )

( .1 1 )

.1 1

- .1 1

(.09)
- .0 1

-.13
(.09)

.1 1

Block 3

Omitted category: Activities helping the community generally
Emotional
baseline

19***
(.06)

.08
(.06)

NewPAGE
attitude

.26***
(.06)

- .0 2

.0 0

(.06)

(.07)

.1 2 *
(.05)

-.08
(.05)

(.06)

Activities
directly
helping

.48***
(.09)

.36***
( .1 0 )

Activities
indirectly
helping

.17
(.09)

-.19
(.1 0 )

Discussion section
attitude

Constant

R2
Adj R 2

2

. 1 0 ***
(.08)

2.03*
( .1 0 )

.47*
(.2 0 )

.0 0 0

.015

-.003

.008

g 2 ***

- .0 1

_ 5 9

***

(.1 0 )

-.52***
(.1 1 )

(.08)

.8 8 ***
(.10)

.146

.0 0 0

.008

.036

.0 0 0

.005

.074

.133

-.003

.0 0 1

.0 2 1

-.003

-.003

.059

1

. 1 0 ***
(.23)

.1 2

(.07)

. ***
(.09)

1 0 0

1.03***
( .1 1 )

Note. Unstandardized coefficients are presented with standard errors in parentheses.
*p < .05. **p < .01. ***p < .001.
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Table 14
Selected Influences on Students' Emotional Experiences during Community

Service (CS) —Part II (N=655)
C o m p a s s io n
M odel

1

2

H a p p in e s s

P ity
3

1

2

3

1

3

2

Block 1
O m itte d c a te g o r y : M o d e l 3
C S M odel
1

CS M odel
2

-.06
(.15)

-.04
(.15)

(.14)

-.07
(.14)

-.05
(.14)

-.04
(.14)

.04
(.15)

.05
(.15)

.14
(.14)

-.06
(. 1 1 )

-.06
(. 1 1 )

-.06
(.1 0 )

-.08
(. 1 0 )

-.07
(. 1 0 )

-.07
(. 1 0 )

.06
(. 1 0 )

.03
(. 1 0 )

(. 1 0 )

- .0 2

(.09)

-.09
(.09)

.14
(-09)

.13
(.08)

- .0 2

.1 1

- .0 1

Block 2
O m itte d c a te g o r ie s : M a le , C a u c a s ia n
F e m a le
A f r ic a n
A m e r ic a n
O th e r

.13
(.09)

.04
(.09)

-.13
(. 1 0 )

(.09)

-.05
(- 1 0 )

(.09)

-.2 0 *
(. 1 0 )

-.2 0 *
(.09)

.16
(.1 1 )

.06
(. 1 1 )

.05
(. 1 1 )

.13
(. 1 1 )

(

.2 2

(. 1 2 )

ra c e s

- .1 0

.07
11

)

Block 3
O m itte d c a te g o ry : A c tiv itie s h e lp in g th e c o m m u n ity g e n e r a lly
E m o tio n a l
b a s e lin e
N ew P A G E
a ttitu d e
D is c u s s io n s e c tio n
a ttitu d e
A c tiv itie s d ir e c tly
h e lp in g

(.06)

.31***
(.06)

-.04
(-05)

2 4

.03
(.05)

.09
(.06)

.07
(.05)

92***

42***

(. 1 0 )

(. 1 0 )

.6 8 ***
( 10)

59

A c tiv itie s

19**

24***
(.06)

***

( ,i i )

in d ir e c tly

.05
(.06)
***

(.06)

***

23***

4 4

(. i d

(. 1 0 )

h e lp in g

Constant
R2

Adj R 2

1.69***
(.09)

1.60***
(.12)

-.15
(.23)

.0 0 1

.0 1 2

.207

-.003

.005

.195

92***

.2 0

(. 1 1 )

(.25)

***
(.09)

.0 0 1

.0 0 2

.053

- .0 0 2

-.005

.038

92***
(.09)

1 2 7

1

7i***
(.i d

.35
(.23)

.0 0 0

.014

.155

-.003

.006

.142

Note. U n s ta n d a rd iz e d c o e f f ic ie n ts a re p r e s e n te d w i t h s ta n d a r d e r ro r s in p a r e n th e s e s .
*p < .05. **p < .01. ***p < .001.
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Table 15
Selected Influences on Students' Emotional Experiences during Community

Service (CS) - Part III (N-655)
Surprise
Model

1

2

Fear

Anxietv
3

1

3

2

1

2

3

Block 1

Omitted category: Model 3
CS Model
1

CS Model
2

-.25
(.16)

-.25
(.16)

-.31*
(.13)

-.26*
(.13)

- .1 0

(.13)

-.16
(. 1 0 )

- .1 2

(.16)

(.1 0 )

(. 1 0 )

.08
(. 1 1 )

.08
(. 1 1 )

.06
(. 1 1 )

-.07
(.09)

-.04
(.09)

-.03
(.09)

-.16
(.07)

-.14
(.07)

-.13
(.07)

-.18**
(.06)

-.2 0 ***
(.06)

- .2 1

- .2 2

Block 2

Omitted categories: Male, Caucasian
.05
(. 1 0 )

-.19**
(.07)

**
(.08)

Female

.09
(. 1 0 )

African
American

.0 1

- .0 1

- .1 1

-.1 0

(. 1 1 )

(. 1 1 )

(.09)

(.09)

-.03
(.07)

-.03
(.07)

Other
races

.1 0

(. 1 2 )

.05
(. 1 2 )

.09
(. 1 0 )

.08
(. 1 0 )

.06
(.08)

.05
(.08)

_ 2 2

Block 3

Omitted category: Activities helping the community generally
.15*
(.07)

Emotional
baseline

^| ***

NewPAGE
attitude

.07
(.05)

.1 1

(.06)

(.07)

(.06)

.05
(.05)

.0 0

.1 0

Discussion section
attitude

(.06)

-.09
(.05)

-.03
(.04)

Activities directly
helping

.34**
(. 1 1 )

.15
(.09)

(.07)

Activities
indirectly
helping

.14
(. 1 2 )

.17
(. 1 0 )

.07
(.08)

1.23***
(. 1 0 )

1.16***
(. 1 2 )

-.03
(.26)

R2

.009

.011

A dj R 2

.006

.003

Constant

7 4

***

(.08)

.85***
(. 1 0 )

.57**
(.2 1 )

.073

.009

.025

.059

.006

.018

.1 1

5 3

***

(.06)

.63***
(.08)

.41*
(.17)

.045

.008

.025

.035

.030

.005

.018

.0 2 0

Note. Unstandardized coefficients are presented with standard errors in parentheses.
*p < .05. **p < .01. ***p < .001.
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Table 16
Selected Influences on Students' Emotional Experiences during Community

Service (CS) - Part IV (N=655)
Other emotion

Guilt
Model

1

2

3

1

Mean Emotional Intensit1
3

2

1

3

2

Block 1

Omitted category: Model 3
CS Model
1

CS Model
2

-.13
(. 1 2 )

- .1 0

-.11

- .2 0

(. 1 2 )

(. 1 2 )

(.1 1 )

-.07
(.09)

-.05
(.09)

-.05
(.08)

- .1 2

(.08)

-.17
(.1 1 )

-.16
(. 1 1 )

-.09
(.08)

-.08
(.08)

-.05
(.07)

- .1 0

- .1 0

(.08)

(.08)

-.04
(.05)

-.04
(.05)

-.04
(.05)

- .0 2

Block 2

Omitted categories: Male, Caucasian
-.15*
(.07)

-.19*
(.07)

-.17
(.07)

-.18*
(.07)

(.05)

-.05
(.05)

African
American

-.06
(.08)

-.08
(.08)

-.16
(.08)

-.15
(.08)

-.07
(.05)

-.07
(.05)

Other
races

.0 2

.0 0

(.09)

(.09)

-.08
(.09)

-.07
(.09)

.06
(.06)

.04
(0 6 )

Female

Block 3

Omitted category: Activities helping the community generally
Emotional
baseline

.18**
(.05)

.05
(.05)

. 1 0 **
(.03)

NewPAGE
attitude

.15**
(.05)

-.03
(.05)

[4***

Discussion section
attitude

-.07
(.05)

-.04
(.04)

Activities directly
helping

-.05
(.09)

(.08)

.15**
(.05)

Activities
indirectly
helping

-.13
(.09)

.07
(.09)

.07
(.06)

^***
Constant
R2
Adj R2

(-07)

72***
(.09)

.19
(.2 0 )

(.03)
- .0 2

(.03)

.0 1

5 3

***

(.07)

.6 8 ***
(.08)

72***
(.19)

1.07***
(.05)

1.08***
(.06)

5 4

***

(. 1 2 )

.0 0 2

.0 1 0

.046

.005

.0 2 2

.027

.0 0 2

.0 1 0

.069

- .0 0 1

.003

.031

.0 0 2

.015

.0 1 2

- .0 0 1

.0 0 2

.054

Note. Unstandardized coefficients are presented with standard errors in parentheses.
*p < .05. **p < .01. ***p < .001.
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Qualitative Results
Free Response Questions on the NewPAGE Evaluation Surveys. When asked to
name the best thing about the course or their favorite thing, several students named
community service explaining that they had fun or enjoyed it. For example, one student
said, “It was fun and it really felt good to give back to the community” (NewPAGE
Student, Midcourse Survey 4).
Student Reflection Papers. Reflection papers from students in Model 1 sections
revealed that most students felt good about the service they had performed. Students
mentioned enjoying themselves and many described feeling “proud” or “really good”
about the work they had done. This feeling seemed to predominate when the students
interacted in some way with another person or other people who appreciated their efforts.
I felt really good about what I was doing when the people who live close to the
ditch came over and started thanking us for what we were doing. I didn’t realize
how much they would appreciate it. One gentlemen even gave us gum and candy,
along with letting us borrow some tools to help get some of the bigger pieces of
debris out (Reflection paper, Model 1 Student).

It felt really good to help out another person, especially and older man who could
not do most o f the work himself. Seeing Mr. [name omitted] shed tears over how
beautiful his home looked made me feel really good about the work we had done.
I loved the fact that I did a good deed for someone else and I didn’t have to
receive anything for it in return (Reflection paper, Model 1 Student).
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He was so thankful, and this touched my heart. Knowing that just doing
something as little as cleaning up a yard can have that much o f an impact on
someone really made me realize that we can make a difference (Reflection paper,
Model 1 Student).

As we were cleaning up the beach, many people stopped us. They told us that
they were pleased to see us cleaning up the beach and asked us where were we
from. We told them that we were proud students of Old Dominion University
(Reflection paper, Model 1 Student).

Feeling surprise especially in association with finding large amounts of trash was
another common theme. A couple students also described the disgust and anger they felt
in connection seeing so much trash and with picking up other people's garbage. “Seeing
this site in such disarray was rather disgusting. I was surprised to see that people would
actually pollute their own neighborhood” (Reflection paper, Model 1 Student).

“It was disgusting to go around and pick up other people’s trash since they have no
decency about them to do it themselves. It also shows a diffusion of responsibility on
their side” (Reflection paper, Model 1 Student).

I was amazed to find so much “stuff’ on the ground ranging from foam to paper
to plastic bottles to even socks. It made me wonder that if the amount of trash
pollution was this bad during the beach off-season, then it would have to be a lot
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worse during the beach on-season. Why can’t people just throw away their trash
in a trash can instead of spreading or burying it into the sand? It also made me
wonder: if nothing was done to clean up the beach at all, imagine how disgusting
it would be to go to the beach for a day. These thoughts actually instilled some
pride on what I was trying to accomplish (cleaning up the beach) [Reflection
paper, Model 1 Student],

The piece of litter that really made me angry with people was the bag from a fast
food restaurant that was full of more trash. I wish I could have found the person
responsible for not throwing it away so that I could ask just how much energy it
would have taken them to walk it to a trashcan (Reflection paper, Model 1
Student).

Students in Models 2 and 3 reported similar emotions to those in Model 1. The
most prevalent emotion was personal satisfaction which students characterized in myriad
ways such as “a good feeling”, “a sense of pride”, “accomplishment”, “feel[ing] really
good about m yself’, “gratifying”, “rewarding” and “fulfillment”. As one student aptly put
it: “Community service, regardless of what service it is that you do, always seems to
make you feel better about yourself personally...” (Reflection paper, Model 2 Student).
A few students did differentiate between this and prior service experiences
explaining that service was more rewarding when the beneficiary was specific.
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Helping the environment felt satisfactory enough to want to do it again.
However, I feel helping the poor directly which I have done with my church feels
so much better than simply picking up trash (Reflection paper, Model 2 Student).

One student connected this to the fact that this service experience was mandated
and not done of her own volition.
This experience affected me in that it felt good to help my environment, as well as
fixing something that I was a part of in my own church. However, it didn’t have
the same feeling I seem to have when I help a person personally, thus reflecting
my view that I did this for newpage only, rather than a personal desire to help. In
any case, I learned that helping the environment does feel good to one’s well
being and helps to change the area directly around the person (Reflection paper,
Model 2 Student).

Students who did saw their service as directly benefiting others reported fulfilling
experiences:
I enjoy doing this because I love to help others. I especially love giving food out
to the children who happen to be homeless. They appreciate it so much. You can
look in their eyes and see how grateful they are. It feels good to bring joy to them
(Reflection paper, Model 3 Student).

This experience made me feel wonderful, I genuinely loved feeling needed by
these animals (Reflection paper, Model 2 student).
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Having an opportunity to help a young child has so many benefits. The feeling
that I have every time I enter the school is remarkable. I feel empowered knowing
that I have helped a child just by spending time with him. This task makes me
enthused and leaves me energized (Reflection paper, Model 2 Student).

As with Model 1, many students participated in trash pick-ups and students
reported being surprised by the amount of litter. Students who participated in campus
clean-ups organized by ODU staff reporting spending most of their time picking up
cigarette butts. One student poignantly described the experience:
Well, here was the other surprising surprise to me: trash at this school consists of
cigarette butts. How gross! I mean loads upon loads of cigarette butts! The thing
is, I never really noticed them until I actually had to find trash to pick up. And I
was also surprised about where I found them: all around trashcans (Reflection
paper, Model 2 Student).

Some students gave frustrating accounts of a service activity organized by ODU
staff. Based on the reflection papers, it appears a date was changed at the last minute,
students were misled about what their service would entail, were unclear about the roles
they had to perform, and could not see the relevance of their activities. Students who
participated in this activity which evidently involved serving as “extras” in an
environmental movie, described it as “tedious”, “exasperating” and “infuriatingly
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pointless”. One student related the bad experience to his dissatisfaction with the course
generally:
Along with half freezing to death, I was tired from the continuous standing and
even more disgruntled at the director’s stupidity. The only thing this experience
made me think about was how much I truly despise Newpage. If I hated it less
before, I definitely hate it more now (Reflection paper, Model 2 Student).

Aside from this activity, students' papers from Models 2 and 3 were on the whole very
positive. Occasionally a student described her service as “tiring” or expressed annoyance
with other people's littering habits, but otherwise students reported positive experiences.

Research Question 2:
How does the structure of community service affect students’ attitudes toward
community service?

Quantitative Results
Students’ attitudes toward community service were assessed in a pre-activity and
post-activity survey with a measure adapted from the National Community Service Study
(NCSS) (Brandeis University and Abt Associates, Inc., 1995). The internal consistency
coefficient alpha for this measure was .89 at Midcourse 1 and .83 at Midcourse 5. The
six questions on this scale asked students’ opinions of the NewPAGE community service
requirement specifically and of community service generally. Respondents rated each

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

152

item on a scale of 1-strongly disagree, 2-disagree, 3-agree, and 4-strongly agree. Some
of the items on this measure are: “The community service requirement is a good idea”,
“The community service I perform for NewPAGE will help me understand the material
in this course”, and “all college students should be required to perform community
service”. Higher scores reflect more positive attitudes.
The average response on this scale at the beginning o f the semester was between
2-disagree and 3-agree (M = 2.38, SD = .66). The average response at the end of the
semester was nearly the same (M= 2.37, SD = .65). Examining the six questions that
comprised the scale more closely, the mean score on three questions went up and the
mean of the other three questions went down. However, mean scores were between 2disagree and 3-agree on all questions both times the measure was given. The largest
significant decrease (-.20) was on question one: “The community service requirement
was a good idea” , t(650) = 5.590, p <.001, while the largest significant increases were
“the service activity I performed for NewPAGE was a valuable learning activity” (+.10),
t(651) = -2.727,/? < .01, and “The community service I performed for NewPAGE had an
emotional effect on me” (+.09), t(647) = -2.417,/?<. 05.
There are some notable gender differences. Although females had more positive
attitudes than males at both the pre-test and the post-test, female’s attitudes toward
community service dropped from the beginning of the semester to the end. This was true
in all three race groups: African American, Caucasian and other. On the other hand,
males’ attitudes increased across all the race groups. The difference over time between
the genders was significant, F( 1, 649) = 7.513,/?<.01.
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There were also significant differences in attitude between the races, F(2) =
8.281, p <.001. Students in the other race group had the most positive attitudes, followed
by African Americans and then Caucasians. See Table 17 for means and standard
deviations.

Table 17
Time, Gender and Racial Differences in Community Service Attitude (N=655)

African American

Caucasian

Other

Overall

Source
M

(SD)

M

(SD)

M

(SD)

M

(SD)

Midcourse 1
Females
Males
Overall

2.46
2.37
2.43

(.61)
(.61)
(.61)

2.42
2.11
2.31

(.62)
(.67)
(.66)

2.66
2.34
2.51

(.67)
(.71)
(.71)

2.47
2.22
2.38

(.63)
(.67)
(.66)

Midcourse 5
Females
Males
Overall

2.44
2.51
2.46

(.62)
(.61)
(.62)

2.38
2.16
2.30

(.62)
(.71)
(.66)

2.52
2.38
2.46

(.61)
(.71)
(.66)

2.42
2.28
2.37

(.62)
(.70)
(.65)

Note. There was a significant effect for race, p< .001; and a significant interaction effect
for gender x time, p< .01.

A hierarchical multiple regression was used to examine the influences on post-test
community service attitudes. Variables were entered in four blocks: 1) community
service models 2) demographic variables 3) discussion session attitude, NewPAGE
attitude, and emotional baseline and 4) community service pretest, social/civic
responsibility pretest, and the type of service activity.
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Community Service Model 1 was a significant predictor (b = .13, SE = .07) in the
final model. Students in Model 1 discussion sections were likely to have slightly more
positive attitudes (+.13) at the end of the course. Gender was a predictor in early models:
females were more likely to have more positive attitudes, but this lost significance once
other variables were added. Both African American and other race were significant
predictors in the earlier models, with both groups predicting more positive attitudes, but
once all variables were factored in, the difference remained only for African Americans
(b =. .09, SE = .04 in the final model). Students' attitudes toward NewPAGE also
significantly predicted end-of-term attitudes toward community service (b =. 21, SE = .03
in the final model). With every one point increase in NewPAGE attitude, students could
be predicted to have a .21 increase in community service attitude. So, generally students
with more positive attitudes toward the NewPAGE course had more positive attitudes
toward community service. As could be expected, the most salient predictor was the
community service pre-test (b = .39, SE = .05). The social/civic responsibility pre-test
also had a significant positive influence (b = .16, SE = .04). Type of service activity was
an important predictor. Participating in activities that directly benefited others predicted a
.24 increase in attitude and participating in activities that indirectly benefited predicted a
.14 increase. In total, the included variables accounted for just under 50% of the variance
in end-of-course community service attitudes. Table 18 presents a complete list o f the
unstandardized coefficients and R squared values.
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Table 18
Selected Influences on Students' Attitudes toward Community Service (CS) (N
Variable

Model 1

=

655)

Model 2

Model 3

Model 4

.14
(.09)

.13
(.09)

(.08)

.13*
(.07)

.08
(.06)

.07
(.06)

.03
(.05)

.03
(.05)

.13*
(.05)

.1 1 *
(.05)

(.04)

African American

.15*
(.06)

.09
(.05)

.09*
(.04)

Other

.18**
(.07)

(.06)

Block 1 —Omitted category: CS M odel 3

CS Model 1
CS Model 2

.1 1

Block 2 —Omitted categories: Male, Caucasian

Female

.1 1

- .0 1

.03
(.05)

Block 3

Discussion section attitude

.06*
(.03)
3 7 ***

NewPAGE attitude

(.03)
13***
(.03)

Emotional baseline

.05
(.03)
***
'(.03)
2 1

.0 1

(.03)

Block 4—Omitted category: Activities helping the community generally

***

Community service attitude
pre-test

3 9

Social/Civic responsibility
pre-test

] 6 ***
(.04)

Activities directly helping
others

2 4

(.04)

***
(.05)
14**

Activities indirectly helping
others
Constant

(.05)
2.30***
(.05)

2

***
(.07)
15

***
(. 1 2 )

-.03
(.13)

7 9

R2

.004

.029

.289

.488

Adj R2

.0 0 1

.0 2 1

.280

.478

Note. Unstandardized coefficients are presented with standard errors in parentheses.
* p < .05,**p < .0 1 , ***p < . 0 0 1
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Qualitative Results
Free Response Questions on the NewPAGE Evaluation Surveys. Although
students were never specifically asked about the community service requirement in the
open ended questions on the NewPAGE evaluation surveys, students frequently
commented on it. And while students reported having good experiences and even listed
community service as the best thing about the course or their favorite thing, students’
opinions of the requirement were predominately negative. Some students liked the idea
and thought community service should be promoted and even required: “I think it is good
that there’s a community service requirement. I almost think community service should
be a requirement to graduate, because it is important to get out there and help out where
you can” (NewPAGE Student, Midcourse Survey 2). But, far more students thought
service should not be mandated. They were happy to have it offered as an extra credit
opportunity, but many students saw the assignment as unreasonable. “Make the comunity
survice available as extra credit opportunities. I don’t like the idea that if I can’t find
time to help, then my grade will be lower.” (NewPAGE Student, Midcourse Survey 2).
Students cited transportation issues, time conflicts, and just the idea that service, by its
nature should be voluntary, as the reasons for their opposition.
Well I don’t like to be forced to do community service as a requirement for a
grade. That kind of takes the whole volunteering idea out o f the question, because
we wouldn’t do it unless you all had forced us to. It isn’t as meaningful as if we
did it out of our own will (NewPAGE Student, Midcourse Survey 3).
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Some were adamant in their opposition and resented the idea that they would pay for a
course that required service.
“I do not think that this should be a requirement of this course because i am going
to this school to get an education and i don’t think that i should be paying to do
community service, and there is nothing that will be learned from the community
service.” (NewPAGE Student, Midcourse Survey 2).
Others saw community service as repentance activity for criminals and not something
they should be doing: “ .. .it makes me feel like i am a juvenile delinquent.” (NewPAGE
Student, Midcourse Survey 2).
[My least favorite thing is] “knowing that we HAVE to do community service, it's
stupid and people will think that the university is just trying to make people do it.
it's like being on probation even though we haven't done anything, it's really
absurd” (NewPAGE Student, Midcourse Survey 4).

Student Reflection Papers. There were only three comments in the Model 1
papers that related to community service attitudes. Two related to other people’s attitudes
about community service. One student said, “Even though people may look at community
service as ‘what’s the point’, I really feel that this was very rewarding to me” (Reflection
paper, Model 1 Student). The other student compared his choice of activity to others in
the class: “While other people were allowed to use some services that were not really
related to the environment, like Relay for Life and other things, I am proud to state that
my service actually did help the environment in an important way” (Reflection paper,
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Model 1 Student). The third comment supported the idea of community service as a
corollary to the NewPAGE class:
This community project is a good thing to have to go along with this class. I say
this because; even though we were cleaning up others trash, we all had a good
time doing it. It also feels good to do something good for the earth, being that I
usually do not consider if something is environmentally healthy. Also the fact
that this is a environmental class and because we are learning that we should do as
much as we can to help the earth, this community service project is very good
because we learned what we should do and then we went out and did it
(Reflection paper, Model 1 Student).

In the Model 2 and Model 3 papers, several themes emerged describing students’
attitude toward community service. Some students presented a positive attitude about
community service. This seemed to be either because they had had prior good service
experiences and thought community service was important, “Community service is
something that I have done before and is a part of me. This class just gave me another
opportunity to volunteer my time and energy to the community” (Reflection paper,
Model 3 Student); or because, as mentioned in the Model 1 paper, they thought the
service requirement made sense in this type o f pro-environment course: “I agree that
community service should be a part of this class in order to demonstrate how we can
affect the environment individually” (Reflection paper, Model 2 Student).
A variant on this theme came from students who expressed a positive attitude
about community service because of their NewPAGE service experience. Either they had
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an enjoyable experience, or they gained some insight as a result. For these students, being
“forced” to do service was justified; some even expressed that everyone should be made
to volunteer so they too could be enlightened.
After a busy day, I thought about the service that I had completed. I remembered
my feelings about the service prior to my experience. When I had first heard
about this community service activity, I was not excited. I thought that it would be
an extremely boring and unfulfilling experience. Picking up garbage for five
hours, did not in anyway excite me. However, now that I have completed my
service hours, I have a different perspective. As the picture was taken of
everyone’s full trash bags, I saw how we did make a difference. Furthermore, I
came to the understanding that we all the ability to contribute to having a safer
and more productive environment. No matter how big or how small the act, it can
be beneficial. Therefore, cleaning up Old Dominion was my way of enabling our
environment to prosper (Reflection paper, Model 3 Student).
“The 7 hours I did at the animal hospital helped me understand that community service is
a great fulfilling activity” (Reflection paper, Model 3 Student).
“I got lucky with the fact that I found an environment service project right within my
church. It is sad but I probably would have let the opportunity pass by if this was not
required in the class” (Reflection paper, Model 3 Student).
“I wish there were a way to make everyone on Earth, who has the ability, volunteer at
some point in their life so they can see the effects of their carelessness and of those
around them” (Reflection paper, Model 2 Student).
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Next, there were students who had good service experiences, but still resented the
requirement.
I do not understand the point of this community service project, in no other
environmental class do I have/need to volunteer somewhere, and thus I do not see
how this class is any different. However, I am glad to have volunteered at the
SPCA and I plan on going back in the near future to help care for the animals. I
never knew I had such a passion for dogs until I received one of my own, and
even more so when I volunteered at the SPCA (Reflection paper, Model 2
Student).

All in all, it was a good experience. Though I am completely against making
college students who pay over $510 for a required class to earn their grade by
forcing them to do community service, it was good to make a small change, and
also do something for my girlfriend’s grandma (Reflection paper, Model 2
Student).
Finally, one student acknowledged an apathetic attitude and another mentioned time
restraints tainting the otherwise good intentioned idea o f community service.
That is correct, I did not do this out of any attempt at “making the world a better
place,” I did it because I needed to get an assignment done. Well, maybe that is an
exaggeration. For a few seconds as I read the e-mail, I did have a mental image of
Captain Planet flying through the air because I felt as if I had an opportunity to do
some good in the world. Then Captain Planet fell to the ground, covered in toxic
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waste as I realized that the world was still headed for destruction no matter what
(Reflection paper, Model 2 Student).
“Overall I found the experience too time consuming.... It is very difficult as a college
student to find time to sleep so finding time to volunteer... is really difficult” (Reflection
paper, Model 2 Student).

GA Community Service Discussion Reactions Surveys. The NewPAGE graduate
assistants almost universally agreed, the students had better attitudes about the
community service project after completing it and they echoed the sentiment expressed in
the reflection papers, namely that students hated being “forced” to do the service.
The group that had the project together as a class had a really positive attitude
about it afterwards, especially when I showed pictures of the project on a
powerpoint afterwards. They really enjoyed that. However, some students hated
the fact that they were required to do it and called it “nazi” community service
because it was forced upon them (GA who taught Model 1 and Model 3 sections).

“They were irritated that they had to do something, but after they finished they
grudgingly admitted that the results were positive” (Model 2 GA). “I only had a few
students who continued to complain about the experience after it was over” (Model 2
GA). “I asked them [the students in his class] ... should we have it [community service]
or cancel it? Both classes agreed that we should have it. Considering they are normally
negative about everything was a surprise not to have one negative voice” (Model 2 GA).
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Research Question 3: How does the structure of community service affect student
evaluations of their community service experiences?

Quantitative Results
To evaluate their community service activity, students were first asked whether
they were aware o f the problem their community service addressed prior to NewPAGE,
whether they studied the problem in NewPAGE, and whether their community service
experience contributed to their understanding of the problem. Next students were asked a
series of ten questions adapted from items on The Earth Force Survey-Post Program
2001-202, the Service Learning Evaluation (Virginia Polytechnic Institute and State
University), and The National Community Service Study (Brandeis University and Abt
Associates, Inc., 1995). The ten questions on this scale asked students whether their
service experience was beneficial to themselves and to the community. Respondents rated
the first seven items on a scale of 1-strongly disagree, 2-disagree, 3-agree, and 4strongly agree. Some o f the items from this section were: “I learned a particular skill that
will be useful to me in the future”, “My community service project was helpful to the
community”, and “Participating in community service deepened my interest in the subject
matter of this course.” The final items contained three questions with three different
response scales. Students were asked, “When you compare the community service project
to other NewPAGE class assignments, did you learn...” 1-much less, 2-less, 3-about the
same, 4-more, or 5-much more (this item was rescaled from five points to four points for
analysis). Students were asked to rate their experience overall: 1-poor, 2-fair, 3-good, 4excellent, and to gauge the likelihood that they will participate in community service in
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the future: 1-no chance, 2-very little chance, 3-some chance pr 4-very good chance.
Despite the different response options for the last three items, the questions were all
measures of the relative value of the service project and as such, the ten questions were
taken together as an overall measure of students' evaluation o f their service experience.
The internal consistency coefficient alpha for this combined measure was .88.
Most students agreed that they were aware of the problem addressed by their
community service experience prior to the NewPAGE course (61.1%), that they studied
their problem in NewPAGE (51.4%), and that their community service experience
contributed to their understanding of the problem (54.1%).
Most students (48.6%) felt that they learned “about the same” from the
community service project as they did from other NewPAGE assignments, but students
tended to disagree (41.3%) that the service deepened their interest in the subject material
o f the course, and disagree that they learned a new useful skill (40.4%). Most students
agreed (60.7%) or stronglyagreed (32.3%) that their service project was helpful to the
community. But students were divided (42.6% agreed, 35.1% disagreed) about whether
the service gave them a better understanding of environmental issues in their community.
Most students (44.5%) rated their project as “good”, and the great majority indicated that
there was “some chance” (42.7%) or a “very good chance” (35.6%) they'd participate in
community service in the future. The mean score on the ten items which comprise the
community service evaluation measure was 2.50 (SD = .57) meaning that students were
exactly at the midpoint of the given scales suggesting an overall neutral evaluation.

There were significant differences in community service evaluation between
gender, A(l) = 6.297,/><.05, and race, F(2) = 5.834, p< .01. Females had more positive
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evaluations than males. African Americans and students of other races reported more
favorable evaluations than Caucasians. Refer to Table 19 for means and standard
deviations for community service evaluation.

Table 19
Gender and Racial Differences in Community Service Evaluation (N=655)

African American
M
Females
Males
Overall

2.60
2.53
2.59

(SD)
(.51)
(.57)
(.53)

Caucasian
M
2.50
2.33
2.44

(SD)
(.55)
(.60)
(.57)

Other
M
2.65
2.51
2.58

(SD)
(.58)
(.62)
(.60)

Overall
M

(SD)

2.55
2.41
2.50

(.54)
(.60)
(.57)

Note. There were significant effects for gender, p < .05 and race, p< .01.

A hierarchical multiple regression was used to examine the influences on students'
evaluation of their community service experience. Variables were entered in four blocks:
1) community service models 2) demographic variables 3) discussion session attitude,
NewPAGE attitude, and emotional baseline and 4) community service pretest,
social/civic responsibility pretest, and type of service activity.
Community service model was not a significant predictor of students' evaluation
of their service experience. The influence o f gender and race showed up in the early
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model with females, African Americans and other races being more likely to report
slightly more positive evaluations. The significance levels dropped when the other factors
were added so only African American was a significant predictor in the final model.
Likewise, emotional baseline was a significant positive predictor earlier on but not in the
final model. Students' attitudes toward their discussion section and NewPAGE were both
significant positive predictors. Students with more positive attitudes toward the class
gave their service experience a higher rating. As could be expected, the variable with the
most predictive power was community service pre-test score; additionally, the pretest
score on the social/civic responsibility measure was also a positive predictor. Finally,
participating in activities that directly benefited others also positively influenced students'
community service evaluations. See Table 20 for a complete list of the unstandardized
and R squared coefficients.
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Table 20
Selected Influences on Students' Evaluation o f their Community Service (CS) Experience

Variable

Model 1

Model 2

Model 4

Model 3

Block 1 - Omitted category. ■CS M odel 3

CS Model 1

.08
(.08)

.07
(.08)

.05
(.07)

.07
(.06)

CS Model 2

.05
(.06)

.04
(.05)

.07
(.05)

(.04)

.0 2

Block 2 - Omitted categories: Male, Caucasian

13**

Female
African American

(.05)

(-04)

.04
(-04)

1 4 * *

.09
(.05)

.09*
(.04)

(.05)
17**

Other races

.05
(.05)

.1 0

(.06)

(.05)

Block 3

Discussion section
attitude

.07**
(03)

NewPAGE attitude

29***
(.03)

Emotional baseline

.06*
(.0 2 )
17***
(.03)

.08*
(.03)

-.06
(.03)

Block 4 - Omitted category: Activities helping the community generally

Community service
attitude pre-test

26***
(.04)

Social/Civic
responsibility pre-test

13***
(.04)

Activities directly
helping others

.2 0 ***
(.05)

Activities indirectly
helping others
Constant

R2
Adj R 2

.06
(.05)
2.46***
(.05)

2.31***
(.06)

.0 0 2
- .0 0 1

1

27***

70***

( . i f )

(.13)

.032

.243

.378

.024

.234

.366

Note. N = 655. Unstandardized coefficients are presented with standard errors in parentheses.
*p < .05. ** p < .01. ***p<.001.
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Qualitative Results
Free Response Questions on the NewPAGE Evaluation Surveys. Just over
halfway through the course, students were asked to complete Midcourse Survey 4 which
asked them to name the best thing and the worst thing about the course so far. Sixteen
students named community service as the “best thing” whereas 31 selected it as the
“worst thing” about NewPAGE. Most students had not completed their community
service activity at that time, so most of the responses tended to focus on the requirement
of community service. For example students who selected it as the best thing wrote, “It
[NewPAGE] is giving me community experience” and “I also think that the required
community service is a great thing.” Students who cited it as the worst thing said,
“Students have more important things to do than comm service and we don’t have time
for it because most o f us work and go to school.. .that’s enough already!” and “I do not
like the idea o f doing the community service because it interferes with my other classes”
and “I feel that we should not be forced to do this. If i want to give back to my
community i would like to do it on my own time, instead of being forced to do it.”
At the end o f course, on the Post Course Survey, students were asked to name
their favorite and least favorite thing about NewPAGE. On this survey, 57 students
named community service as their favorite thing and 58 named it as their least favorite.
Students who named it as their favorite thing said: “My favortie thing about the NewPage
course was the community service. Although I didn’t want to do it”; “Though it was hard
to find the time for it, community service was my favorite part of the course”; and “The
community service requirement gave me a push into doing something good for the
community.” Those who didn’t like it focused primarily on the mandatory nature o f the
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assignment: “I also think that when you have mandatory community service, people only
do it because they have to. Mandatory community service doesn't effect anyone. You
must motivate people to do it, not force them.” Some students didn’t provide a reason for
their choice, or included community service in a list with other aspects they disliked
about the course: [My least favorite thing about the NewPAGE course was] “all of the
requirements for this course, such as community service, debates, quizzes every week,
and the extra activities my discussion teacher supplied us with.”

Student Reflection Papers. While some Model 1 students summed up the
evaluation of their service project in just a few words: “great”, “overall good”, “it
sucked”; others were more elaborative. One student described how her project of
collecting recycleables in the dorms served as the impetus to change her own behavior:
After doing this project it really made me want to help the environment, even if it
was just a little bit. I asked my mom and dad to get a recycling container from the
city so that we could start separating our trash. Since we drink a lot of sodas, we
filled up the container in 3 days. It really made me feel good to think that I may
have saved some of our resources just by putting my cans in a different container
than my regular trash (Reflection Paper, Model 1 Student).
Two other students thought their service might have motivating effects on other
people:
“I feel that my community service might help the area stay clean. Residents drove passed
us while we were cleaning and maybe seeing us doing this community service would
inspire them not to pollute” (Reflection Paper, Model 1 Student). “By going around
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collecting, plastic bottles, cans, and paper, we all contributed to making our dorm a more
environmental friendly atmosphere” (Reflection Paper, Model 1 Student).
“Making a difference” was a major theme in Model 2 and Model 3 students’
reflection papers. One student put it simply: “I really made a difference and loved doing
it!” (Reflection Paper, Model 2 Student). Many students liked being able to see the fruits
o f their labor: “When our task was complete, the park looked great” (Reflection Paper,
Model 2 Student), “The areas that we cleaned looked 100% better” (Reflection Paper,
Model 3 Student), “It was very rewarding to see the affect I had on the yard, the street,
and the community” (Reflection Paper, Model 3 Student).

Students described making a difference on several scales: for the individual
people they worked with, for the community generally, and by helping the natural
environment:
“I know I was making a difference in each one of those kids lives...” (Reflection
Paper, Model 2 Student);
“With all of us working together we were able to make a big impact in our
community. We were able to raise over $100,000” (Reflection Paper, Model 2 Student);
“I was helping the ecosystem of that area” (Reflection Paper, Model 2 Student);
“The trash that I collected will no longer be able to effect nearby bird populations
and other wildlife...” (Reflection Paper, Model 3 Student).
Others saw making the difference as creating awareness in others: “This service project
has brought a lot o f awareness to the students on this campus” (Reflection Paper, Model 2
Student);
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When the ladies have future events, they will probably remember me and be more
aware to recycle. So, even though I did this for them just once, it will probably
encourage them to do similar things for themselves in the future (Reflection
Paper, Model 2 Student);

I talked to the drama teacher about it that evening about having recycling bins in
the school.... I was able to tell her about the importance of recycling products. I
was able to tell her about what I learnt in the NEWPAGE class. It helped me
make my point clear. She was actually thinking about talking to the principal of
the school to see if the recycling plans can be placed in the school (Reflection
Paper, Model 3 Student).

Another student whose activity focused on promoting awareness questioned
whether he really made a difference.
We did not directly impact the community or even directly affect the bay. We
simply put the idea into the minds of the general public, or those who even
bothered to read the [Drains to Bay] signs, that they could be damaging the bay. It
was still their choice to discard their materials into the drain. We did not improve
the status o f the bay; we simply put the job in the hands of other people to slow
down the pollution (Reflection Paper, Model 2 Student).

Others were also not sure if their service made an impact. A Model 2 student who
joined a Model 1 activity didn’t think the eco-friendly car wash was “the best community
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service activity.” Although she described how it was “definitely friendly to the
environment”, she explained how she would have rather done “something that would
more directly benefit the community” (Reflection Paper, Model 2 Student). Another
student realized that he was treating the symptom not the root cause: “The community
project we did was helpful for the community, at least temporarily. This was because we
were not able to stop the underlying problem of litters...”( Reflection Paper, Model 2
Student).
So after the whole thing was over I had mixed feelings about how much we had
accomplished because I saw how much we did and I was proud of that, but I knew
that there was so much more that had to be done, so it made me feel like what I
did was useless (Reflection Paper, Model 2 Student).

Still others felt their service had little impact and some described it as “a waste of
time”: “I do not think picking up trash is beneficial in any way because people can
always pick up trash, but in the end the trash is going to right back on the ground”
(Reflection Paper, Model 2 Student).

Students reflected on how their service affected them personally, including
whether they learned something or gained new perspective.
I feel like I benefited from this because I live in the dorms of Gresham, so now
when I walk to class I definitely enjoy seeing the sidewalks a little bit cleaner than
they were before. I also take pride knowing that I helped to make them that way
and also that things that I was used to seeing on the side of the road, such as the
baseball cap, are no longer there when I walk by. I also feel like its good that I
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did that because water will not be flowing over the trash on the way down to the
water, which for some reason is comforting to me (Reflection Paper, Model 2
Student).
“I learned that throwing a little piece of trash out of the window of my car really messes
up more than I thought, and when more people like me do the same thing, it adds up”
(Reflection Paper, Model 2 Student).
I learned that if someone tells a whole bunch of freshmen’s to pick up a small
amount of trash in four hours, half of the students are not going to do anything.
Some students even found bags of trash and turned them in like they picked up all
that trash (Reflection Paper, Model 2 Student).
“It taught me how to tell if soil is contaminated with petroleum hydrocarbons by either
feeling it to see if it feels oily or by looking at it to see if it has and type of sheen to it”
(Reflection Paper, Model 2 Student).
Before this activity, I would never have thrown trash out of a car window or onto
the ground.... But if I was with someone else and they did it, I would not make a
big deal about it. Now I have a strong objection to littering, and I will not allow it
(Reflection Paper, Model 2 Student).

Finally, many students from Models 2 and 3 found that their service inspired them
to want to do more volunteering in the future: “I definitely would volunteer again, and
will continue to be a part of community service” (Reflection Paper, Model 2 Student).
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GA Community Service Discussion Reactions Surveys. The graduate assistants
who led Model 1 sections gave favorable responses in their GA Community Service
Discussion Reactions Surveys. Regarding the yard clean-up, the GA said “Everyone who
went had a good experience....” The GA who led the tree planting was very enthusiastic:
“My group project was excellent...they got to see the extent of their impact immediately
since there were more of them working.” The GA who led the recycling activity was
favorable, but less passionate: “Although they [the students] did not like the requirement,
they appreciated the success and purpose of their project”. One of the GAs who led a
beach clean up decided in retrospect that the activity was too vague and a more concrete
assignment would have been better. He called the activity moderately successful and
noted that the students were “very difficult to convince”. The other GA who led a beach
clean-up had a similar reaction. He characterized students' responses as “more or less
positive reactions despite extremely adverse conditions/weather that prevailed.”
Similarly, the GA who led a trash pick-up in a local neighborhood said the students were
“great participants” despite completing the activity in the rain. The GA who organized
the eco-friendly car wash said the project “went well” and that he “really got to interact”
with his students. Finally, the GA who took her students on a wetland clean-up was very
pleased with the results. “The experience itself was a real charm and we had a blast. We
pulled like 4 shopping charts out o f the river and all these tires and rubber hoses and you
name it trash and broken glass craziness.” She highlighted the empowering aspect: “I
think they got a sense that they could do something to solve our environmental problems,
instead of just talking about them and getting depressed.”
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Most Model 2 and Model 3 GAs reported that with a handful of exceptions who
reported experiences that were “a waste of time”, the students enjoyed their service
activities and got something out of it. “Many [students] said they were dreading the
community service, but they ended up feeling like it was a valuable experience”(Model 2
GA). “Most [student] comments were that it was the most beneficial thing they had to do
with NewPAGE” (Model 2 GA). “Those who joined the group activity had the best
experience” (GA who taught a Model 1, a Model 2 and a Model 3 section). “Most of the
them never wanted to do community service, although AFTER this activity they did
realize the effect on themselves and also on the community” (GA for Models 1, 2, and 3).
“Most enjoyed their service” (Model 2 GA). “I think they’ll be doing more of it” (Model
2, 3 and 4 GA). Several GAs said that students gained awareness: students were “shocked
to see the amount of trash that is lying around” (Model 2 GA); students spoke about
“coming to the realization o f how blessed they [are] and the need to share what they have
with others” (Model 2 GA). One said that those who picked up litter were “pleasantly
surprised at what a visible difference their effort made” (Model 2 GA). Another said that
the most common reaction was “disgust with trash” (Model 2 GA).
Two GAs were more negative. One said that students “did the minimum to
complete the assignment” and that “some students had very negative feelings.” The other
GA said that students viewed the assignment as just “another part of the NewPAGE
chores”.
One GA noted a difference in students’ attitudes based on the type o f activity they
did: “Students who volunteered in some kind of education project were quite passionate.
Those who participated in the ODU recycling program were less interested” (Model 2
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GA). Another said that those who participated in Relay for Life found it rewarding
(Model 2 GA).
One GA reflected on the class discussion process. She felt students might not
want to present positive impressions of their experiences because “it’s hardly ever ‘cool’
to like community service to your friends, or newpage for that matter!!” (Model 2, 3 and
4 GA). She found that students were willing to reveal their true impressions in the
reflection papers. Another GA who led Models 2, 3, and 4 sections said that his class that
did community service but did not have a discussion (Model 3) really wanted to talk
about their experiences and he “had a hard time not doing anything other than collecting
their [reflection] papers.”
Three of the five GAs who led Model 4 classes gave favorable reviews to the
alternative assignment. Two o f the GAs said that their students learned more and the
other said his students “really go into it”. A fourth GA said his students “hated writing a
report.”

Research Question 4:
How does the structure o f community service affect students’ academic sense of
belonging?

Quantitative Results
To assess sense of belonging (SOB), the Sense of Belonging Scale (Hoffman,
Richmond, Morrow, & Solomone, 2002-2003) was used. This scale measures students’
perceptions of the quality of their relationships with their peers and with faculty, how
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comfortable they feel in the classroom, and whether or not they feel isolated. There are
four components for this scale: perceived peer support, perceived classroom comfort,
perceived isolation, and perceived faculty support. In response to statements such as "I
feel comfortable asking a question in class", students select from the following responses:
1-Completely untrue, 2-Mostly untrue, 3-Equally true and untrue, 4-Mostly true, and 5Completely true. In the analysis, higher mean scores on peer support, classroom comfort
and faculty support suggest students perceive a greater sense of belonging. Higher means
in the isolation subscale indicate students feel more isolated. The internal consistency
alpha coefficients for the four subscales are as follows: Perceived peer support (precourse
= .92; postcourse = .93), Perceived classroom comfort (precourse = .94; postcourse =
.94), Perceived isolation (precourse = .83; postcourse = .83), and Perceived faculty
support (precourse = .8 8 ; postcourse = .93).

The means scores for peer support (“I could contact another student from class if I
had a question”), classroom comfort (“Speaking in class is easy because I feel
comfortable”) and faculty support (“I feel a faculty member would be sympathetic if I
was upset”) were between 3.25 and 3.50 at both the beginning and the end of the
semester, suggesting that students felt some sense of belonging within their classes. The
mean scores for isolation (“I rarely talk to other students in my class”) were around 2.75
during both measurements suggesting that students did not feel overly isolated. Students’
sense of classroom comfort and isolation remained relatively constant from the beginning
to the end o f the semester, F (l) = .450, ns, and F (l) = 1.550, ns, respectively; but their
perceptions of peer support and faculty support decreased slightly but significantly, F (l)

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

177

= 16.714, p<.001; F (l) = 16.537, p <.001. Compared to males, females reported feeling
more comfortable in their classrooms, F (l) = 4.827, p < .05, and more supported by their
peers, F (l) = 19.038,p < .001, and by faculty, F (l) = 4.988, p <.05. Males tended to feel
more isolated, F (l) = 14.478, p < .001). African Americans and students of other races
reported feeling less classroom comfort, F(2) =5.164,p <.01 and more isolation, F(2) =
4.691, £><.01 than their Caucasian peers. Refer to Table 21 for means and standard
deviations for males and females on all four subscales of Sense of Belonging.

Table 21
Time and Gender Differences in Sense o f Belonging (N = 674)

Peer Support
Source

M

(SD)

Classroom Comfort
M

(SD)

Isolation
M

(SD)

Facultv SuDoort
M

(SD)

Precourse

Females
Males
Overall

3.55 (.84)
3.42 (.74)
3.50* (.81)

3.35
3.40
3.37

(.89)
(.8 8 )
(.89)

2.71 (.83)
2.92 (.71)
2.79 (.80)

3.43 (.55)
3.37 (.56)
3.41* (.55)

3.50 (.83)
3.15 (.79)
3.38* (.83)

3.47 (.8 8 )
3.25 (.79)
3.39 (. 8 6 )

2.69 (.80)
2.84 (.73)
2.74 (.78)

3.34 (.67)
3.19 (.64)
3.29* (.6 6 )

Postcourse

Females
Males
Overall

Note. There is a significant effect for gender in peer support, p < .001, classroom comfort, p < .05, isolation,
p < .001, and faculty support, p < .05; a significant effect for race in classroom comfort, p < .01 and isolation,
p < .0 1 ; a significant effect for time in peer support and faculty support, p < .0 0 1 ; and a significant
interaction effect between time and gender for classroom comfort, p < .01. Starred overall means show a
significant change from precourse to postcourse. *p <.0 0 1 .
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A hierarchical multiple regression was used to examine the influences on each of
the four subscales for sense of belonging. Variables were entered in three blocks 1)
community service models 2) demographic variables 3) emotional baseline, discussion
session attitude, NewPAGE attitude, and pre-test scores for all four sense of belonging
subscales.
Community service models 1, 2 and 4 were entered as predictors and compared to
model 3, the omit category. None of the models demonstrated any significant predictive
power. Gender was a significant predictor for perceived peer support and classroom
comfort. Females could be accurately predicted to perceive more peer support and feel a
greater degree of comfort in the classroom. Race was a significant predictor only for
isolation. African Americans were more likely to feel isolated than Caucasians, the
omitted category. Students’ attitudes toward their discussion sections positively predicted
their perception o f peer and faculty support and their sense o f comfort in the classroom. If
students had positive attitudes toward their discussion section, they were more likely to
feel supported by their classmates and teacher and to feel more comfortable in the
classroom environment. Notably, attitude toward the discussion section did NOT
influence sense of isolation indicating that students who felt isolated felt that way
regardless o f their attitude toward the discussion class.
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The sense of belonging pre-tests also influenced the results. Students who
perceived higher levels of support from their peers and faculty at the pre-test could be
predicted to feel higher levels of support at the post-test. Perceived peer support at the
beginning of the semester also positively predicted classroom comfort while perceived
faculty support at the same time had no influence. Isolation again, was the exception.
Peer support at the beginning of the semester negatively predicted isolation, meaning that
students who felt supported by their peers at the pre-test were less likely to report
isolation at the post-test. However, faculty support positively predicted isolation,
meaning that student who felt supported by faculty at the start of the semester were more
likely to report feeling isolated at the end of the semester. In all four components of
sense of belonging, students’ pre-test scores on the corresponding SOB measure
accounted for most o f the variance in students’ post-test scores. For example, a one point
increase in the pre-test score for faculty support predicted a .48 increase in the post-test
score. Refer to Table 22 and 23 for a foil list of coefficients and R squared values.
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Table 22
Selected Influences on Sense o f Belonging Subscales I & II (N=674)

Perceived Peer Suonort
1

Model

2

Perceived Classroom Comfort

3

1

2

3

Block 1 —Omitted category: CS M odel 3

CS Model 1

.1 0

(. 1 1 )
CS Model 2

.1 2

(.08)
CS Model 4

.05
(. 1 1 )

.05
(. 1 0 )

.13
(. 1 2 )

(. 1 2 )

.07
(.08)

.04
(.07)

.14
(.08)

(.08)

.26
(.2 1 )

(.2 1 )

.15
(.18)

.1 0

.0 2

.1 0

(.2 0 )

(.2 0 )

(.17)

.04
(. 1 0 )

.1 0

.08
(.07)

.1 2

.2 1

Block 2—Omitted categories: Male, Caucasian

Female

36***
(.07)

.26***
(.06)

.2 2 **
(.07)

.19**
(.06)

African American

-.14
(.08)

- .1 2

(.06)

-.13
(.08)

-.05
(.07)

-.04
(.09)

(.07)

-.06
(.09)

(.08)

Other race

- .0 1

.0 0

Block 3

Emotional baseline

.04
(.04)

NewPAGE attitude

.03
(.05)

.0 1

.0 0

(.04)

(.05)

Discussion section
attitude

13***
(.04)

14**
(.04)

Peer support pre
test

41***
(.04)

Classroom comfort
pre-test

-.04
(.04)

(.04)
3 7 **
(.04)

Isolation pre-test

-.08
(.05)

-.09
(.05)

Faculty support pre
test

.17**
(.06)

.09
(.06)
3i***
(.36)

Constant

R2
Adj R2

.0 2

28***
(.07)

***
(.09)

3 29***
(.07)

3 13***
(.08)

.93**
(.33)

.003

.047

.338

.005

.023

.265

- .0 0 1

.039

.325

.0 0 1

.014

.250

3

3 2 1

1

Note. Unstandardized coefficients are presented with standard errors in parentheses. CS = community
service. *p < .05, **p < .01, ***p < .001.
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Table 23
Selected Influences on Sense o f Belonging Subscales III & IV (N — 674)

Perceived Isolation
Model

2

1

Perceived Facultv Support
3

1

2

3

Block 1 - Omitted category: CS M odel 3

CS Model 1
CS Model 2
CS Model 4

.03
(. 1 1 )

.06
(. 1 1 )

.0 0

.0 0

- .0 2

(.09)

(.09)

(.09)

-.07
(.08)

-.04
(.07)

-.05
(.07)

.04
(.06)

.0 2

.0 0

(.06)

(.06)

-.17
(.19)

-.13
(.19)

-.17
(.17)

(.16)

.19
(.16)

(.14)

-.06
(.06)

.15**
(.05)

.09
(.05)

(.07)

.16**
(.06)

-.04
(.06)

(.05)

.19*
(.08)

.1 1

(.07)

-.05
(.07)

-.06
(.06)

.2 2

-.07
(.08)

.2 0

Block 2—Omitted categories: Male, Caucasian

Female

-.16*
(.06)
19**

African American
Other race

.0 0

Block 3

Emotional baseline

-.04
(.04)

.04
(.04)

NewPAGE attitude

.06
(.04)

.05
(.04)

Discussion section
attitude

-.05
(.04)

.15***
(.03)

Peer support pre
test

- 2 2 ***
(.04)

(.04)

Classroom comfort
pre-test

-.04
(.03)

(.03)

Isolation pre-test

2 1 ***

.0 0

.0 1

- .0 2

(.04)
Faculty support pre
test
Constant

R2
Adj R2

(.04)
4g***

.1 1 *
(.05)
2

7 9 ***
(.06)

(.05)

78***
(.08)

2.53***
(.32)

3.26***
(.06)

3.20***
(.07)

.92**
(.27)

.003

.027

.270

.003

.015

.279

- .0 0 1

.018

.256

- .0 0 1

.006

.264

2

Note. Unstandardized coefficients are presented with standard errors in parentheses. CS = community
service. *p < .05, **p < .01, ***p < .001.
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Qualitative Results
Free Response Questions on the NewPAGEEvaluation Surveys. There were a
handful of responses that related to issues of sense of belonging within the community
service comments students gave on the NewPAGE evaluation surveys. Two students
were pleased that their discussion sections were doing group projects. One of those
students said, “We get involved in our community as a class not just as a single person”
(NewPAGE Student, Midcourse Survey 2). On the other hand, two students were
displeased and expressed a desire to complete the assignment independently. As one of
them explained, “When a group tries to work together, certain individuals will do more,
and some will do much less” (NewPAGE Student, Midcourse Survey 3). Three students
suggested that discussion sections perform their service as a group. One student
reasoned: “It would be a cool way for the class to bond and be more effective instead of
having people do this and that, having them together trying to accomplish one thing is
much better” (NewPAGE Student, Midcourse Survey 3).

Student Reflection Papers. Some o f the students in Model 1 sections expressed a
sense of unified purpose when describing their service project. This seemed particularly
true o f students who participated in the dorm recycling project. These students used
phrases such as “Our class picked this”, “we all understood”, “our class decided”, “we all
knew”, “everyone thought”, and “we all contributed”.
Some students talked about working together as a team to accomplish a goal. This
seemed pronounced in the group that worked on the elderly man’s yard. Students from
that class said: “we as a class did a really good job”, “we were able to accomplish a
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goal”, “our class worked together to do something” and “when we work together
anything is possible”. Another summed up the idea nicely, “I am glad that we decided to
do our project as a group, because I think that on that day, our class became more like a
team.”
Two of these students also talked about developing friendships with classmates
during the experience. One explained, “It gave us as students [a chance] to talk and get to
know one another better.” For the second student, the interaction was more significant,
“On that day, some of my classmates turned into my friends.”
Model 1 students who participated in the trash pick-ups made fewer comments
related to sense of belonging but still seemed to like the idea of doing their service as a
group and enjoyed working together.
“Our discussion class, as a whole, chose to complete our community service at the
beach.... it was a joint effort.”
“We all decided that it would be more fun to do a group activity than individual...”
“I like the way we had a get together...”
“I got a chance to work alongside my friends and people from other classes while we
were all contributing to a positive purpose.”
In the Model 2 and 3 sections, the themes were slightly different. Many students
participated in activities with friends and family members, or volunteered for local
churches, schools, or organizations where they already had felt a sense of belonging. In
these situations, students talked about enjoying working with friends or connecting with
old friends. For example:
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“My team was huge, 57 people! We had a great time doing relay; it was really beneficial
to us as a whole. The entire event had a humbling effect to my sorority chapter”
(Reflection paper, Model 2 Student).
“To me it wasn't so bad because I was paired up with a good buddy of mine so time
seemed to go by quick since we got to chat while we were picking up the trash”
(Reflection paper, Model 2 Student).
“I had a very good time, especially since a few of my good friends participated in it as
well” (Reflection paper, Model 2 Student).
Overall the thing I was most pleased with was the fact that even though I had not
been an active member of the youth group for a while, I was welcomed to help in
the clean up. It was nice to spend the day, though we were working, having a
good time with my old friends. I did a lot of catching up with the group leader as
well, James was happy to have me back; he even offered me the opportunity to
join him as a senior member in leading the group. Maybe one day I will take him
up on his offer, until then I believe I might become a bit more active with the
group over the summer (Reflection paper, Model 2 Student).

Other students participated in service activities that were large group efforts such
as Relay for Life or neighborhood clean-ups. In these examples, students expressed a
sense o f belonging in that they felt a part o f something bigger. They felt that they played
a small part in an overall larger effort. The sentiment expressed in these cases was a sense
of community. Students expressed satisfaction with being in a group of people who were
working toward the same goal. In most cases, students' sense of belonging stemmed from
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feeling part of the group rather than from building new individual relationships. For
example:
“Helping out the homeless or less fortunate made me feel good inside. It feels good go
be apart of a positive organization, that constantly gives more than they receive”
(Reflection paper, Model 2 Student).
I was very happy at how everyone on this campus came together to help for one
main cause.... I am glad to know that I am part of a community that really cares
about everyone, is very kind hearted, and wants to go out of their way to make a
difference in other peoples lives (Reflection paper, Model 2 Student).
“I was able to preserve the environment with other people who felt that it was important.
This greatly enhanced my environmental community service project” (Reflection paper,
Model 2 Student).
Delta Sigma Theta Sorority, Inc. is a prestigious organization on campus that
defines itself as a sisterhood based on public service. I knew that this organization
would be doing a lot to help the community, and I wanted to be a part o f it
(Reflection paper, Model 2 Student).

I’m really glad that I did Relay for Life. It made me see how important it is when
a community pulls together and how much we can affect someone else’s life.... I
learned that everybody needs help and what little part one can take in any event
can combine to have a larger benefit. I myself did not raise 50,000 dollars, but I
participated and helped to raise the total of 50,000 (Reflection paper, Model 2
Student).
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In a few cases students specifically mentioned interacting with others and forming new
acquaintances. For example: “I was in beautiful weather with really nice people. I was
given lemonade and made new acquaintances” (Reflection paper, Model 2 Student).
Those who were doing their hours of community service for the same reason as I
were pleasant to be around. It was interesting to meet people that I would have
otherwise walked past without a word. As the time passed, we exchanged stories
and became more familiar with each other’s roles in the group (Reflection paper,
Model 2 Student).

GA Community Service Discussion Reactions Surveys. The graduate assistants
who led Model 1 sections made comments related to bonding and sense of belonging.
The GA who led the yard clean-up said that the students developed a “great sense o f
belonging.” The GAs who led the tree planting and the car wash acknowledged the role
of faculty/student and peer interaction: “My students loved that I was out there with them
getting my hands dirty.... They also liked getting to socialize with their fellow students
outside of class.” “My group activity students liked, they liked working together and with
me” (Model 1 “car wash” GA). “We had a good time together” reflected the GA who led
the wet-lands clean up “[I] hope to do it earlier in the year next time to form a class bond
earlier on.”
There were not many comments about sense of belonging from GAs who did not
teach a Model 1 section. One Model 3 GA noticed that many of her students “were able
to work within their local churches or student clubs and expressed a sense of community

Reproduced with permission o f the copyright owner. Further reproduction prohibited without permission.

187

and contribution within those groups” (Model 3 GA). Some of the GAs conveyed a desire
for students to be able to participate in group activities.
“I think that it would be more useful for everyone in the class to participate in a
joint community service project instead of having each student find one by
themselves. Many of my students suggested the same thing to me...that is they
would have rather done the project as a class” (Model 2 GA).
My students were supposed to work independently on the community service,
however many of them wanted to work as a group. Subsequently I postponed the
community service until Earth Week so that groups of students could do activities
together as best fit their schedules” (Model 2 GA).

Research Question 5:
How does the structure o f community service affect students’ sense o f social and civic
responsibility?
Quantitative Results
As one of the goals of the community service project was to promote “a desire to
contribute to society through service activities throughout life” (NewPAGE syllabus),
social and civic responsibility was assessed using a subset of The National Community
Service Study (Brandeis University and Abt Associates, Inc., 1995). Participants rated
dichotomous endings of statements on a scale from 1 to 5. Questions include, “When it
comes to saving energy (1) it is everyone’s job to use less, to (5) people worry too much
about it.” and “Cleaning up parks or helping with other environmental projects (1) Should
be done for free by people who live in the area, to (5) should be done by paid workers.”
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Some items were rescaled for analysis so that higher means (closer to 5) reflected a
higher degree of social and civic responsibility. The internal consistency coefficients for
this scale were .83 for the midcourse 1 survey and .90 for the midcourse 5.
The mean score at the beginning of the semester was 3.62 (SD = .61). Scores
around

1 .0 0

and 2 . 0 0 would suggest that students felt little responsibility while scores

around 4.00 to 5.00 suggest students felt a good amount of responsibility. This mean
score suggests that students feel some social and civic responsibility as it is clearly above
the neutral score o f 3.00. Females had higher scores than males, at both the pre and the
post-test. There were differences in the mean scores between races, but they were not
significant.
The mean score dropped slightly from the beginning of the semester (M = 3.62,
SD = .61) to the end (M= 3.58, SD = .64), but the change was not statistically significant,
F( 1, 6 6 8 ) = 2.476, ns. As mentioned above, there were significant differences between
genders F(2, 667) = 7.128,/? = .001; but not between races, F(4, 1336)= 1.846, ns. Refer
to Table 24 for means and standard deviations for social and civic responsibility.
A hierarchical multiple regression was used to examine the influences on students'
post-test social and civic responsibility scores. Variables were entered in three blocks: 1)
community service models 2) demographic variables 3) emotional baseline, discussion
session attitude, NewPAGE attitude, and social/civic responsibility pretest.
Community service models 1, 2 and 4 were entered as predictors compared to
model 3, the omit category. None of the models demonstrated any significant predictive
power. Gender was a highly significant predictor (b =.21, p<.001) when first added to the
regression equation, with females showing stronger senses of responsibility; however, it
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lost its potency when the third block o f variables were entered and was no longer
significant. Predictably, students’ pre-test scores on the social/civic responsibility
measure accounted for most of the variance in students’ post-test scores. Students’
attitude toward the NewPAGE class also positively predicted students’ sense of social
and civic responsibility (b = .10). Refer to Table 25 for a full list of coefficients and R
squared values.

Table 24
Time, Gender and Racial Differences in Social and Civic Responsibility (N=674)

African American

Caucasian

Other

Overall

Source
M
didcourse
Females
Males
Overall

(SD)

M

(SD)

M

(SD)

M

(SD)

1

didcourse 5
Females
Males
Overall

3.60
3.70
3.62

(.62)
(.57)
(.61)

3.70
3.38
3.58

(.57)
(.61)
(.60)

3.86
3.50
3.69

(.61)
(.55)
(.61)

3.69
3.50
3.61

(.60)
(.60)
(.61)

3.54
3.63
3.56

(.60)
(.65)
(.61)

3.67
3.37
3.56

(.65)
(.60)
(.65)

3.80
3.51
3.67

(.67)
(.62)
(.6 6 )

3.65
3.45
3.58

(.65)
(.62)
(.64)

Note. There was a significant effect for gender, p< .01; and a significant interaction effect
between gender and race, p<.01.
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Table 25
Selected Influences on Students' Sense o f Social/Civic Responsibility (N

Variable

Model 1

Model 2

=

674)

Model 3

Block 1 - Omitted category: CS Model 3
CS Model 1
CS Model 2
CS Model 4

.0 0

- .0 1

(.09)

(.09)

.03
(.07)

.0 2

.0 0

- .0 1

(.06)

(.06)

(.05)

.08
(.16)

.04
(.16)

.07
(. 1 2 )

2 i ***
(.05)

.06
(.04)

Block 2 - Omitted categories: Male, Caucasian
Female
African American

(.06)

-.05
(.04)

.13
(.07)

(.05)

- .0 2

Other

.0 2

Block 3
Emotional baseline

.0 2

(.03)
NewPAGE attitude

. 1 0 **
(.03)

Discussion section
attitude

.03
(.03)
5 4 ***
(.03)

Social/civic
responsibility pre-test
Constant
R2
Adj R 2

3.57***
(.05)

3.43***
(.07)

g7***

.0 0 1

.028

.463

-.004

.019

.455

(.13)

Note. Unstandardized coefficients are presented with standard errors in parentheses. CS =
community service. *p < .05. ** p < .01. ***p < .001.
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Qualitative Results
Free Response Questions on the NewPAGE Evaluation Surveys. Most of the
comments pertaining to social and civic responsibility focused on social rather than
political involvement. Students discussed both contributing to their communities and to
the environment generally. Students felt the course promoted community involvement:
“It's a good way to get people involved in the community”(NewPAGE Student,
Midcourse Survey 2). “The requirement for community service should give us ideas on
how we can help our neighborhood” (NewPAGE Student, Midcourse Survey 2).

Students often characterized service as “giving back” to the community,
indicating they perceived some responsibility to contribute to society. Some students
acknowledged that they wouldn’t have volunteered o f their own volition and appreciated
the catalyst the community service assignment provided. “The class also requires us to
get involved into things that we normally would not get involved in (like the community
service)” (NewPAGE Student, Midcourse Survey 2). “The community service
requirement gave me a push into doing something good for the community” (NewPAGE
Student, Postcourse Survey).

As this was an environmental class, many students talked about the service in
terms of the effect on the environment. “The NewPAGE course gives students the
opportunity to 'give back' to their community environmentally” (NewPAGE Student,
Midcourse Survey 2). “Our community service will help the environment” (NewPAGE
Student, Midcourse Survey 2).
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Many students see community service as something that good people do, not as
something that all people are obligated to do. It is something that “makes you feel good”
or looks good on a resume. “It was fun and felt really good to give back to the
community” (NewPAGE Student, Midcourse Survey 4). “It was nice to be able to help
the environment” (NewPAGE Student, Postcourse Survey). “It's good to get us out in the
community, working to better out environment and in turn, better ourselves as conscious
citizens”(NewPAGE Student, Midcourse Survey 2). “It demands to be helpful and
perform community services. That will also look good on our resume when we are out in
the worf force trying to get hired” (NewPAGE Student, Midcourse Survey 2). Students
also used this as justification for why the requirement was unjust: “J fi want to give back
to my community [emphasis added] i would like to do it on my own time, instead of being
forced to do it”(NewPAGE Student, Midcourse Survey 4).

Student Reflection Papers. Many of the comments students wrote in their
reflection papers echoed the statements they made in the surveys. Students talked about
contributing to their communities, and especially to the environment. But again, most
students seemed to see it as something good they could do as opposed to something they
had a responsibility to do.
When we arrived on the job we had no idea what to expect or how much work we
would actually have to do. After all, we were not being paid for our efforts. We
were asked if we wanted to help in taking the old shingles off the roof, and Will
and I decided that it would be a good experience (Model 2 Student).
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Students seem to equate service with altruism, something one could do to become a better
person. “I felt like I was making a great contribution to society by collecting all these
recyclable items” (Reflection paper, Model 1 Student). “I learned that sometimes it’s
good to work, not for your own personal reasons, but to just help someone out in need”
(Reflection paper, Model 1 Student). “Not only is it helping out the environment and my
local community but it is showing my character as well” (Reflection paper, Model 2
Student).
Event though the work is always tough and takes up an entire weekend the feeling
is always beyond rewarding. There simply is nothing better than giving back to
your community whether others may realize your efforts or not. This not only
helps out the environment but helps you out in the long run. Not only by showing
you how to appreciate the environment in which you live but making you a better
individual (Reflection paper, Model 2 Student).

A few students did express more of a sense of obligation to engage in service
activities. “It is important that we all give back to our community and environment as
often as we can, whether it be picking up trash here and there or just helping out the less
fortunate” (Reflection paper, Model 2 Student).
The truth is that everyone who resides in the community should not be required
but want [emphasis added] to do community service. If you live in the
community, have children, and grandchildren that grow up in the community it
then becomes your responsibility to help keep the community safe (Reflection
paper, Model 2 Student).
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“I believe it is our job to keep at least the area around you clean and environmentally
friendly... (Reflection paper, Model 2 Student).
Community Service is an important part of being a citizen of this great country
and a human being of the Earth we live on. In order to achieve a successful
environment, one must sacrifice time and energy to clean the environment and
help the well being of others (Reflection paper, Model 2 Student).
“Community Service is a necessity of any citizen in the country, and the world”
(Reflection paper, Model 2 Student).
Students seem to perceive more of a responsibility and desire to “give back”
within their own neighborhoods and local community. A student who participated in the
Model 1 wetlands clean up project expressed strong feelings about this. “I thought
community service meant helping out the area where you lived at.... Going back to help
clean up where I live would have been better than cleaning a random place... Community
service would have been better if I would have went back to my hometown and
performed community service” (Model 1 Student). Many Model 2 and 3 students
volunteered in their home neighborhoods; some described feelings of pride and personal
satisfaction from doing so.
While I collected the trash from around Malibu [Elementary School], I felt a sense
of pride for the fact that I had once attended this school. The experience aroused
many memories and brought me great satisfaction because o f how I was giving
back to my community. A lot had changed since I had left this school, through
construction and new buildings being added, and it was nice to contribute to the
renovation in my own way (Reflection paper, Model 3 Student).
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1 chose this area because this was the place in which I grew up playing baseball.
At that time in my life, that complex was a very important part in my life, and I
know it is still the same for those kids still playing there (Reflection paper, Model
2 Student).
“I chose to help this program clean up around campus because I live here and like the
campus to be clean” (Reflection paper, Model 3 Student).
“I chose to serve the Wimbledon Chase Condo Association because I wanted to make a
difference where I live” (Reflection paper, Model 2 Student).
Several students wrote about other people's sense of social and civic
responsibility, or lack thereof. There were many comments expressing anger or disgust at
the paucity o f respect people demonstrated by littering or failing to clean up trash in their
own neighborhoods.
“While I was picking up trash I thought about how irresponsible and careless people
really can be. It seems like they don’t care about their environment and don’t know
exactly how important nature is to our survival” (Reflection paper, Model 1 Student).
“It’s quite astonishing to realize how much trash and other garbage is present so close to
your home. It makes me wonder how people can feel no regard towards their
environment and the habitat in which they live” (Reflection paper, Model 2 Student).
It wasn’t until this point that I realized how lazy people really are. It wasn’t like
ODU had all the trash cans in the wrong places! It also wasn’t like the trash cans
weren’t all over campus! Wherever a trash can was, I was sure to find cigarette
butts surrounding the trash can and not in the trash can. Every time I saw a trash
can surrounded by cigarette butts (about 100), all I could say to myself was, “The
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trash can is right there! Just reach your arm a little bit further and you’ll be doing
well!” I couldn’t believe this! This was definitely the biggest shock for me for
some reason and also a huge disappointment to, not only me, but to the
environment also. (Reflection paper, Model 2 Student).

Some students were surprised by others' strong sense of responsibility and
commitment to social and environmental causes. “I did not know that so many people
really cared about the welfare of others” (Reflection paper, Model 2 Student).
The only thing that really surprised me was that a couple of people had already
sorted all their recyclable items because they were going to go and take them to
be recycled. This surprised me because most people do not really worry about
recycling if there is no bin, around them, to put all their recyclable things in
(Reflection paper, Model 1 Student).
And a lot of people besides our class helped out and the others did not have to
necessarily help out, especially on a weekend.... And I am really thankful that
people are so caring and want to help other out, because in today’s society no one
really wants to help others because they are either scared of getting hurt or just
too lazy and uncaring (Reflection paper, Model 2 Student).
I was surprised to find out that the school purposely purchase organic fertilizer.
This shocked me, because I was unaware that people at my old school were
environmentally aware. It made me aware that there are people in the community
who are trying to do what is right for the environment (Reflection paper, Model 2
Student).
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Honestly, after seeing this, I found that sometimes being environmentally careful
can be tedious and monotonous. However, once Mr. Carpenter, who is the
manager and a certified land surveyor, explained things to me, it makes a bit of
sense as to why these calculations are all necessary. I ultimately learned that
while it seems like a pain to be environmentally cautious, the practices that
scientists and engineers have developed aren’t for nothing. They have found the
best ways for us to protect our environment without compromising everyday life,
and the way we develop land, which we cannot replace, is no exception
(Reflection paper, Model 3 Student).

Some students made broader contemplations of social responsibility and spoke of
current attitudes and behaviors on a societal or human scale.
If Mother Nature had a voice like humans do, would we be more careful on how
we treated our environment? I think so! If nature went on a strike and didn’t
provide us with the right elements we need to survive, human kind would be more
careful as to what they threw on the ground. Just because our land can’t tell us
what to do and what not to do, we shouldn’t take it for granted (Reflection paper,
Model 1 Student).

I feel that everyone no matter how old we are should keep the environment clean,
whether it could be a national park or monument area to a local beach. It only
takes a little of each person to maintain the environment. The world as a whole
needs learn to clean up after themselves. How long is it going to take before the
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places that are beautiful to us are ugly because we can’t take care of them?
(Reflection paper, Model 1 Student).
“It’s almost sickening how society has gotten so caught up in self interest, instead of the
common good” (Reflection paper, Model 2 Student).
Pollution is very disgusting and it makes me see how ironic our society is. We
invest so much money in our college education and you think it would make us
smart about these things. Yet, we don’t seem to understand or care enough to do
anything about it. It’s sad how our society can get so undermining and un-careful.
Not even the president o f our country can give up some money from the budget to
invest in a cleaner tomorrow (Reflection paper, Model 2 Student).

Some reflective comments came from students who contemplated their own
obligation to society: students who realized that they were contributing to environmental
problems and that they had a responsibility to be part of the solution.

From this experience, I learned to a greater extent what I already knew: people
are careless and destructive when it comes to the environment. The simple act of
throwing something away in a trash is not a difficult of a concept to understand.
Yet, even I fall into human carelessness and litter the environment. I almost feel
bad thinking about the people that have to pick up my trash that I may leave
somewhere just because I was too lazy to do something about it myself
(Reflection paper, Model 1 Student).
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“I also learned that I wasn’t environmentally aware and I think that from now on, I will
make sure that my trash finds its way to the trashcan” (Reflection paper, Model 2
Student).
I can’t say that I have learned anything new, but rather that I have merely seen the
extent of something that I already knew, most people do not think about the way
that their actions affect the environment. I know that I am in the “most” category,
so it is not like I am pointing the finger at the people who left their trash on the
ground, but I do at least care enough to not blatantly harm the environment
(Reflection paper, Model 2 Student).

This community service project has taught me to stop and think before I toss a
cigarette aside. I will also stop to pick up that candy wrapper that slips out of my
hands instead o f just letting it go. This experience has also made me appreciate
how hard the maintenance crew works to keep our campus beautiful. This
experience made me realize all of the little things, like someone who cleans up
cigarette butts, that I take for granted. Also, it has made me think about how my
actions affect others and the environment” (Reflection paper, Model 2 Student).
“I think that this experience has given me a new appreciation for the community. I never
thought that the things I did had such an impact on people I know nothing about”
(Reflection paper, Model 2 Student).
“I never litter; stopped doing it a long time ago. However, I felt like I was a bad person
because there was still something I could do to help the environment and I wasn’t doing
it” (Reflection paper, Model 2 Student).
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“I also learned that through everyone’s help, any county, city, state, or country could get
a little cleaner. This project made me realize that it is up to me to make sure this starts
happening” (Reflection paper, Model 3 Student).
“I became more aware of the importance of recycling and pollution prevention... I
realized that if I wanted to reside in a beautiful environment, then I would have to take
action in toward maintaining its cleanliness” (Reflection paper, Model 3 Student).
“I learned the affect that I alone can have on the environment is much greater that I had
thought before” (Reflection paper, Model 2 Student).
I was a little taken back by how much litter there actually was. It made me feel
bad because I knew that I had contributed to littering elsewhere. The experience
really made me think about my actions and has given me a reason to be more
aware of the environment because it is the place we live, and nobody wants a
messy home (Reflection paper, Model 2 Student).

GA Community Service Discussion Reactions Surveys. The GA surveys had few
comments that related to sense of social or civic responsibility. One said that students had
“lots of good feelings about helping the environment and others” (Model 1 GA).
Similarly, another GA said that students “learned that they like doing something for
others” (Model 2 GA). One GA stressed the importance of having GAs and faculty
members join in the community service activities as well. “If they don't have time” he
wrote, “neither do the students” (Model 2 GA).
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Research Question 6:

How do students’ emotional reactions to community service experiences mediate the
linkages between the structure of community service and students’ community service
attitudes, community service evaluations, academic sense of belonging, and sense of
social and civic responsibility?

The Influence o f Emotional Experiences on Students ’ Community Service Attitudes
Several emotions affected students’ attitudes toward community service. Students
who felt personal satisfaction (b = .17), happiness (b = .07) or guilt (b = .07) reported
more positive attitudes. Students who felt anger (b = -.05) had slightly more negative
attitudes. The degree to which students experienced these emotions determined the total
effect. The degree o f the emotion (1 = mild, 2 = moderate, 3 = strong) multiplied by the b
coefficient results in the total influence of the emotion. For example, a student who felt a
strong degree of personal satisfaction would be predicted to have a community service
attitude .51 (3 x .17) higher than someone who did not report feeling personal
satisfaction. Likewise, a student who felt mild anger would be predicted to have a
community service attitude .05 lower than someone who did not report experiencing
anger.
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The addition of the emotions into the regression equation weakened the effects of
other predictors, including NewPAGE attitude and the pre-tests for community service
attitudes and social and civic responsibility, although these remained significant. The
predictive power o f service type, both activities directly helping others and activities
indirectly helping others, dropped dramatically with the addition of the emotions and
these were no longer significant predictors. This is interesting because although all three
varieties of service type were significantly related to many of the emotions, these
correlations were in the slight to low range. It must be that the combined effect of the
emotions explained much of the same variance of community service attitudes as service
type. Table 26 lists only the Model 5 coefficients and R squared values. The coefficients
and R squared values for Models 1-4 were already presented in Table 18.
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Table 26
Emotional Responses and other Selected Influences on Students' Attitudes toward
Community Service (CS) (N = 655)
Variable

Model 5

Variable

Model 5

Block 1 —Omitted category: CS M odel 3

Block 5

CS Model 1

.1 2 *
(.06)

Personal Satisfaction

27

CS Model 2

.04
(.04)

Anger

-.05*
(.0 2 )

Block 2 - Omitted categories: Male, Caucasian

Disgust

***
(.03)

- .0 1

(.0 2 )
Female
African American
Other

- .0 1

(.04)
24***
(.04)
.04
(.05)

Block 3

Discussion section attitude
NewPAGE attitude
Emotional baseline

Compassion
Pity

- .0 1

(.0 2 )
Happiness

.07**
(.0 2 )

Surprise

.03
(.0 2 )

.03
(.0 2 )

Anxiety

26***
(.03)

Fear

- .0 1

.03
(.0 2 )

.0 0

(.03)
.0 0

(.04)
Guilt

(.03)
Block 4 - Omitted category: Activities helping the Other emotion
community generally

.07**
(.03)
.0 2

(.03)

Community service attitude
pre-test

32***
(.03)

Mean Emotional Intensity

Social/Civic responsibility
pre-test

Q9**
(.03)

Constant

Activities directly helping
others

.07
(.05)

R2

.609

Activities indirectly helping
other

.07
(.05)

Ad; R2

.594

-.06
(.09)
.2 1

(. 1 2 )

Note. Unstandardized coefficients are presented with standard errors in parentheses.
* p < .05,** p < .01, ***p < .001
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The Influence o f Emotional Experiences on Students ’ Community Service Evaluations
Several emotions influenced students’ evaluations of their community service
experiences. Students who felt personal satisfaction (h = .18), happiness (b = .07),
surprise (b = .05) or guilt (b = .07) gave more positive evaluations. Students who
experienced anger (b = -.04) or disgust (b = -.04) had more negative evaluations. Again,
the degree of the emotion determined the total impact. Emotions felt strongly would have
three times the effect o f an emotion experienced to a mild degree.
As with community service attitudes, the addition of emotions into the regression
decreased the potency of several other predictors. Students’ pre-test score for social and
civic responsibility and their involvement in service activities that directly helped others
no longer significantly predicted community service evaluations. Again, the combined
effect o f the emotions explained much of the same variance in community service
evaluations as the social and civic responsibility pre-test score and the type o f service
students performed. Table 27 lists only the Model 5 coefficients and R squared values.
The coefficients and R squared values for Models 1-4 were presented in Table 20.
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Table 27
Emotional Responses and other Selected Influences on Students' Evaluations o f
Community Service (CS) (N
Variable

=

655)
Model 5

Variable

Model 5

Block 5

Block 1

Omitted category: CS Model 3
CS Model 1
CS Model 2

.07
(.05)
.0 2

Personal Satisfaction

(-0 2 )
Anger

-.04*
(.0 2 )

Disgust

-.04*
(.0 2 )

(.04)
Block 2

Omitted categories: Male, Caucasian
Female

.05
(.03)

African American

Compassion
Pity

.06
(.04)

Block 3

Discussion section attitude
NewPAGE attitude

.04*
(.0 2 )
| | ***
-.03
(.03)

Happiness

.07**
(.0 2 )

Surprise

.05**
(.0 2 )

Anxiety

.03
(.0 2 )

Fear
Guilt

Omitted category: Activities helping the
community generally
Community service attitude
pre-test

|9***

Social/Civic responsibility
pre-test

.04
(.03)

Activities directly helping
others

(.04)

Activities indirectly helping
other

(.04)

- .0 2

.07**
(.0 2 )
- .0 2

(.0 2 )
Mean Emotional Intensity

(.03)

.0 1

.0 0

(.03)

Other emotion

Block 4

- .0 1

(.0 2 )

(.03)
Emotional baseline

.0 2

(.0 2 )

(.04)
Other

Jg***

.0 0

(.09)
Constant

91***
(. i d

R2

.582

Adj R 2

.566

Note. Unstandardized coefficients are presented with standard errors in parentheses.
* p < .05 **p < .01, ***p < .001
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The Influence o f Emotional Experiences on Students ’ Sense o f Social and Civic
Responsibility

Several emotions influenced students’ sense of social and civic responsibility.
Students who felt personal satisfaction (b = .08) or guilt (b = .08) had stronger feelings of
responsibility. Students who experienced anger (b = -.08) or fear (b = -.17) felt less
responsibility. The degree o f the emotion determined the total impact. Emotions felt
strongly would have three times the effect of an emotion experienced to a mild degree.
So, a student who experienced a strong degree of fear, for example, would be predicted to
have just over a half point (.51) lower mean score on the social and civic responsibility
measure.
As with the other outcome variables, the addition of emotions into the regression
decreased the potency o f other predictors. Although in this case, the two significant
variables, social and civic responsibility pre-test and NewPAGE attitude remained
significant. Table 28 lists the coefficients and R squared values for all models of the
regression equations.
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Table 28
Emotional Reactions and other Selected Influences on Students' Sense o f Social/Civic

Responsibility (N = 655)
Model

1

2

3

4

4

Block I

Block 4

Omitted category: CS Model 3
CS Model 1
CS Model 2

.0 0

- .0 1

(.09)

(.09)

.03
(-07)

.0 2

Personal Satisfaction

.08**
(-03)

Anger

-.08**
(.03)

(.06)

.0 2

.0 1

- .0 1

- .0 2

(.06)

(.06)

(.05)

(.05)
Disgust

Block 2

.0 0

Omitted categories: Male, Caucasian
Female

***
(.05)

.06
(.04)

.03
(.04)

(.06)

-.04
(.04)

(-04)

.13
(.07)

.03
(.05)

.04
(.05)

2 0

African
American

- .0 1

Other

(.03)

- .0 1

Block 3

Compassion

- .0 1

(.03)
Pity

.0 0

(-03)
Happiness

.0 1

(.03)
Surprise

.0 1

(.0 2 )
Emotional
baseline

.0 2

.00

(.03)

(.03)

NewPAGE
attitude

. 1 0 **
(.03)

.06*
(-03)

Fear

Discussion
section attitude

.03
(-03)

.0 2

Guilt

Social/civic
responsibility
pre-test

.63***
(.04)

(.03)
5 7 ***

Anxiety

R2
A dj R2

3.57*** 3 4 3 ***
(.05)
(.07)

_

(.04)

Other emotion

(-03)

.08**
(.03)
- .0 1

(-03)
Mean Emotional
Intensity

Constant

.0 0

(.03)
1 7 ***

g9***

.16
(. 1 0 )

(.13)

. ***
(.13)

1 0 1

.0 0 0

.027

.457

.512

-.003

.019

.449

.496

Note. Unstandardized coefficients are presented with standard errors in parentheses. CS = community
service. * p < .05. * * p < .01. ***p < .001.
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The Influence o f Emotional Experiences on Students ’ Sense o f Belonging

Interestingly, none o f the emotions had any significant influence on any of the
four subscales for sense of belonging: perceived peer support, perceived classroom
comfort, perceived isolation, and perceived faculty support. Accordingly, the addition of
the emotions had little impact on the predictive capabilities of the other variables. Table
29 lists the coefficients and R squared values for all models of the regression equation for
Perceived Peer Support. Table 30 lists the coefficients and R squared values for all
models of the regression equation for Perceived Classroom Comfort. Table 31 lists the
coefficients and R squared values for all models of the regression equation for Perceived
Isolation. Table 32 lists the coefficients and R squared values for all models of the
regression equation for Perceived Faculty Support.
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Table 29
Emotional Reactions and other Selected Influences on Sense o f Belonging Subscale I:

Perceived Peer Support (N = 655)
Model

2

1

3

4

4

Block 1— Omitted category: CS Model 3

CS Model 1

.1 0

(. 1 1 )
CS Model 2

.1 2

(.08)

Block 4

.05
(. 1 1 )

.05
(.09)

.03
(. 1 0 )

Personal
Satisfaction

.07
(.08)

.04
(.07)

.03
(.07)

Anger

g***
(.06)

28***
(.06)

Disgust

.0 0

(.04)
.0 2

(.04)

Block 2 - Omitted categories: Male, Caucasian

36***
(.07)

Female
African American

2

-.13
(.08)

- .1 2

- .1 2

(.06)

(.07)

-.03
(.09)

.0 1

.0 0

(.07)

(.07)

Emotional
baseline

.03
(.04)

.03
(.04)

NewPAGE
attitude

.0 2

.0 0

(.04)

(.04)

14***
(.04)
4 3 ***

14***
(.04)
42***

(.04)

(.05)

Classroom
comfort pre-test

-.04
(.04)

Isolation pre-test

-.07
(.05)

Faculty support
pre-test

.17**
(.06)

Other race

.0 2

(.04)
Compassion

- .0 2

(.04)
Pity

.0 1

(.04)

Block 3

Discussion section
attitude
Peer support
pre-test

Happiness
Surprise

.08
(.04)
.0 0

(•03)
Anxiety

- .0 2

(.04)
Fear

.03
(.06)

-.04
(.04)

Guilt

.05
(.04)

-.07
(.05)
17**

Other emotion

-.04
(.04)

Mean emotional
intensity

-.13
(.15)

(.06)

3 29***
(.07)

3.13***
(.08)

.89**
(.33)

.91**
(.34)

R2

.003

.048

.344

.352

A dj R 2

.0 0 0

.041

.331

.327

Constant

Note. Unstandardized coefficients are presented with standard errors in parentheses. CS = community
service. *p < .05, **p < .01, ***p < .001.
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Table 30
Emotional Reactions and other Selected Influences on Sense o f Belonging Subscale 2:

Perceived Classroom Comfort (N = 655)
Model

2

1

3

4

4

Block 1 - Omitted category: CS M odel 3

CS Model 1
CS Model 2

.13
(. 1 2 )

.09
(. 1 2 )

.14
(.08)

(.08)

Block 4

.03
(. 1 0 )

(. 1 0 )

.08
(.07)

.07
(.07)

i***
(.06)

(.06)

-.05
(.07)

-.05
(.07)

Compassion

(.08)
-.09
(.09)

-.03
(.08)

- .0 2

Pity

(.08)

.1 1

.0 2

Personal
Satisfaction
Anger

.06
(.05)
.0 0

(.04)

Block 2 —Omitted categories: Male, Caucasian

***
(.07)

Female

2 2

African American

- .1 2

Other race

Disgust

2

.0 0

(.04)
-.05
(.04)
.0 2

(.04)

Block 3

Emotional
baseline

(.05)

NewPAGE
attitude

.0 1

.0 2

(.05)

(.05)

.0 1

.03
(.05)

Happiness
Surprise

12

***
(.04)

. 1 2 **
(.04)

Anxiety

Peer support
pre-test

.04
(.05)

Fear

Classroom
comfort pre-test

27***
(.04)

.05
(.05)
2 7 ***

Isolation pre-test

-.09
(.05)
.1 0

(.06)

.0 2

(.03)

Discussion section
attitude

Faculty support
pre-test

.04
(.04)

- .0 1

(.04)
- .0 1

(.06)
Guilt

(.04)
-.08
(.05)

Other emotion

.09
(.06)

Mean emotional
intensity

-.04
(.05)
.0 0

(.05)
-.06
(.16)

3.28***
(.07)

3.21***
(.08)

1.26***
(.35)

1.28***
(.36)

R2

.003

.024

.280

.288

Adj R 2

.0 0 2

.017

.266

.261

Constant

Note. Unstandardized coefficients are presented with standard errors in parentheses. CS = community
service. *p < .05, **p < .01, ***p < .001.
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Table 31

'-4

Emotional Reactions and other Selected Influences on Sense o f Belonging Subscale 3:

Perceived Isolation (N = 655)
Model

1

2

3

4

Block 1— Omitted category: CS M odel 3

4
Block 4

.03
(. 1 1 )

.06
(. 1 1 )

.0 1

.0 2

(.09)

(.09)

-.07
(.08)

-.04
(.08)

-.05
(.07)

-.04
(.07)

Anger

-.16**
(.06)

-.07
(.06)

-.07
(.06)

Disgust

.18*
(.07)

.16*
(.06)

.16*
(.06)

Compassion

.18*
(.08)

.1 1

.1 1

(.07)

(.07)

Emotional
baseline

-.04
(.04)

NewPAGE
attitude
Discussion section
attitude

CS Model 1
CS Model 2

Personal
Satisfaction

.0 1

(.04)
-.05
(.04)

Block 2 - Omitted categories: Male, Caucasian

Female
African American
Other race

- .0 2

(.04)
.0 1

(.04)
Pity

.04
(.04)

-.04
(.04)

Happiness

-.06
(.04)

.05
(.04)

.06
(.04)

Surprise

-.04
(.04)

-.04
(.04)

Anxiety

_ 2 3 ***
(.04)

- 23***
(.04)

Fear

-.03
(.03)
31***

-.03
(.03)
3 1***

Guilt

(.05)

(.05)

.1 2 *
(.06)

.13*
(.06)

Block 3

Peer support
pre-test
Classroom
comfort pre-test
Isolation pre-test
Faculty support
pre-test

Constant

R2
A dj R 2

***
(.06)

2 7 9

***
(.08)

2 7 9

- .0 2

(.03)
.03
(.04)
- .0 2

(.06)

Other emotion

-.06
(.04)
.0 2

(.04)
Mean emotional
intensity

.13
(.15)

2.52***
(.33)

2.46***
(.33)

.0 0 2

.025

.268

.279

- .0 0 1

.018

.254

.252

Note. Unstandardized coefficients are presented with standard errors in parentheses. CS = community
service. *p < .05, **p < .01, ***p < .001.
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Table 32
Emotional Reactions and other Selected Influences on Sense o f Belonging Subscale 4:

Perceived Faculty Support (N = 655)
Model

1

2

3

4

Block 1— Omitted category: CS M odel 3

CS Model 1
CS Model 2

4
Block 4

.00

-.02

(.09)

(.09)

.04
(.06)

.02

.00

.00

(.06)

(.06)

(.06)

.10

.09
(.05)

-.07
(.08)

-.07
(.08)

.02

Personal
Satisfaction

(.04)

Anger

-.03
(.03)

Disgust

.03
(.03)

Compassion

.06
(.03)

Block 2 - Omitted categories: Male, Caucasian

Female

.15**
(.06)

(.05)

-.04
(.06)

.00

.00

(.05)

(.05)

-.05
(.07)

-.06
(.06)

-.06
(.06)

Pity

Emotional
baseline

.03
(.04)

.03
(.04)

Happiness

NewPAGE
attitude

.06
(.04)
14***

.05
(.04)
14***

Surprise

.04
(.03)

Anxiety

(.03)

(.03)

-.05
(.03)

Fear

.08
(.05)

Guilt

-.03
(.04)

Other emotion

.04
(.04)

Mean emotional
intensity

.16
(.13)

African American
Other race

-.02
(.03)

Block 3

Discussion section
attitude
Peer support
pre-test

.00

-.01

(.04)

(.04)

Classroom
comfort pre-test

.01

.01

(.03)

(.03)

Isolation pre-test
Faculty support
pre-test

-.02

-.02

(.04)
4g***

(.04)
4 7 ***

(.05)

(.05)

.00
(.03)

3.26***
(.06)

2 ]p***
(.07)

p4***
(.27)

0 4 ***
(28)

R2

.001

.014

.277

.295

Adj R2

-.002

.006

.264

.268

Constant

]

Note. Unstandardized coefficients are presented with standard errors in parentheses. CS = community
service. *p < .05, **p < .01, ***p < .001.
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CHAPTER V
DISCUSSION
This study investigated two major areas of inquiry: the structure of community
service and the emotional experiences of students participating in community service.
These areas were explored in the context o f New Portals to Appreciating our Global
Environment (NewPAGE), a required environmental course for freshmen students at Old
Dominion University (ODU). The study sought to determine what effect, if any, these
areas had on students’ attitudes toward community service, their evaluations of their
community service experiences, their sense of social and civic responsibility, and their
academic sense of belonging. Corollary to examination of the influence of these two
major areas, this study also explored the influence o f other variables including gender,
race, students’ attitudes toward the NewPAGE class, and the type of service activity
students’ performed on the outcomes mentioned. Quantitative results are grouped by
independent variable so the influence of each variable on the outcomes is apparent.
Qualitative results provide additional insight into each of the outcome variables and are
consequently grouped that way and presented after the quantitative data.

Quantitative Results
Community Service Structure
The structure o f community service was examined through four models of
community service varying in the extent o f peer and faculty interaction. Students either
participated in a community service project with their classmates in a NewPAGE
discussion section (Model 1), participated in a service activity of their own choosing
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(Models 2 and 3), or did an alternative assignment in lieu of community service (Model
4). All students who engaged in community service were assigned to write a short paper
reflecting on their experience. Students in Models 1 and 2 were expected to participate in
a reflective class discussion on students’ community service experiences.
It was hypothesized that students who participated in community service activities
that involved more peer and faculty interaction would have more positive experiences
and report more positive emotions, and, as a result, would have more positive attitudes
toward community service, better evaluations of their experiences, stronger senses of
social and civic responsibility, and a greater sense of belonging than their peers who
participated in activities with less peer and faculty interaction and than those students
who did not participate in a service activities at all. It was also hypothesized that models
with more opportunities for reflection would have greater outcomes. As such, it was
hypothesized that Model 1 would have the strongest effect, followed by Model 2 and then
Model 3.
Figure 2 presents a revised model of the study based on the results. Independent
variables/predictors are listed on the left-hand side, outcome variables on the right. Solid
arrows indicate that the independent variable was a significant predictor of the respective
outcome; the dotted arrow indicates that qualitative data suggest an influence between the
variables. Plus and minus signs specify the direction of the influence. More complex
influences are explained in the boxes on the right. In some cases between group and/or
within group differences in the outcome variable are listed that were not predicted by the
independent variable. In these cases, there is no arrow linking the predictor and the
outcome.
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Figure 2

Results-Based Model o f the Study
Independent Variables/
Predictors

Outcome Variables
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—

—

M

Fniolionul

1
Coin.mmiK

/!

I

-------------►

Evaluation o f Community S e n ice

-r Personal satisfaction, happiness, surprise & guilt
- Anger, disgust

Social,and Civic Responsibility

- Personal satisfaction & guilt
- Anger & fear

Service.
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Figure 2 Continued
Females have more positive attitudes.
Females' attitudes decreased; males’ increased.

Females report more positive evaluations.
Gender
Females report stronger sense o f responsibility.

Females perceive greater peer and faculty support.
Males perceive more isolation.
Perceptions o f peer support and faculty support decline.
Females rate themselves more emotiona’

more

tic.

Males report me re anger, anviety teat, guilt, and “ <thei' emotion

Race

“Other” races and African Americans have more positive
attitudes than Caucasians.

•‘Other” races and African Americans report more positive
evaluations than Caucasians.

African Americans and “other” races report less classroom
comfort and more isolation.

African Americans are less likely to report personal satisfaction and
happiness. “Other” races report more compassion.
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As shown in Figure 2, the structure of community service was not highly
influential. It did, however, significantly influence community service attitudes. Students
in Model 1 discussion sections were likely to have slightly more positive attitudes at the
end o f the course. Community service structure did not affect the emotions students
experienced, the evaluations students reported of their community service experiences, or
their sense of social and civic responsibility. The quantitative results indicate that
structure did not affect students’ sense of belonging, but some qualitative data suggest
that students in Model 1 developed a stronger sense o f belonging within their class as a
result of the service project. These students expressed a sense of unified purpose and
described working together as a team to accomplish a goal. Students in Models 2 and 3,
in contrast, often performed their service with family and friends with whom they already
had a sense o f belonging.
The failure o f structure to have more o f an influence warrants consideration.
Based on Tinto’s theory of student integration (1975) and Astin’s theory of student
involvement (1984) emphasizing the need for students to interact with peers and faculty,
and Eyler’s finding that service-learning programs with more opportunities for reflection
have stronger impacts (2002), it is somewhat surprising that the structures that were
designed to promote more peer interaction and more faculty/student interaction and
include more reflection activities did not have more of an effect on the measured
outcomes. There could be several reasons for this. The first is that the three models that
included community service may not have actually differed significantly in the amount of
peer and student/faculty interaction. Based on students’ reflections papers, it appears that
many of the students in Models 2 and 3 performed service activities with family or
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friends, or joined large group efforts with other students from ODU. So while students in
Model 1 were by design working in a group of peers, students in Models 2 and 3 were by
choice also working alongside their peers. The second reason is the group reflection piece
of the project may not have had its intended impact. Some o f the graduate assistants did
not lead a group discussion on students’ community service experiences and others did
not follow the prescribed format. The power o f a group reflection is that the sharing of
ideas and experiences leads to increased understanding and perspective. If the GAs were
unable to lead a discussion in which this occurred, the class reflection would not have had
an effect. Had the graduate assistants had a training session that explained Tinto’s and
Astin’s theories and promoted the importance of peer interactions and provided more
direction on how to hold a reflective discussion, GA’s might have been more cognizant
of the importance o f group reflection piece and been more deliberate in trying to help
students broaden their perspective through the exchange of ideas and experiences.
It is also surprising that students who participated in the five hours of community
service did not show any difference in social and civic responsibility than those students
who did the alternative assignment. Many studies have shown that service participation is
an effective tool to increase social and civic responsibility (Astin & Sax, 1998; Eyler,
2002; Eyler et al., 2001). It could be that five hours of service is not substantial enough to
produce an effect, or it could be that the types of service activities the students performed
did not create a powerful or lasting impression on students’ beliefs systems. Likely, both
the time limitation and the types o f activities were limiting factors.
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Students ’ Emotional Reactions

Students were asked to select the emotions and the intensity of the emotions they
experienced during their community service activities in Midcourse Survey 5 and they
were also prompted to describe how their community service affected them -what it
made them think and feel- in their reflection papers.
It was hypothesized that students who experienced positive emotions during their
community service would have more positive experiences and as a result would have
more positive attitudes toward community service, better evaluations of their experiences,
stronger senses o f social and civic responsibility, and a greater sense of belonging than
their peers who experienced negative or neutral emotions.
As illustrated in Figure 2, personal satisfaction and guilt were powerful positive
predictors. Students who felt personal satisfaction or guilt during their community service
activity reported more positive community service attitudes, better evaluations of their
community service, and greater social and civic responsibility. Likewise, anger had a
powerful influence. Students who reported experiencing anger reported more negative
community service attitudes, worse evaluations of their community service, and less
social and civic responsibility.
Other influential emotions include happiness, surprise, disgust and fear. Students
who reported happiness had more positive community service attitudes and reported a
better evaluation. Students who were surprised by something during their community
service activity gave it a better evaluation. Students who were disgusted during their
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experience, rated it lower. Students who felt fear reported less social and civic
responsibility.
The fact that personal satisfaction and happiness predicted more positive
outcomes seems to make sense. It coincides with research by Forgas and Bower (1987)
that says that people in a positive mood are more likely to interpret information
positively. That guilt and to a lesser extent surprise were also positive predictors may at
first seem surprising. But this too is at least somewhat consistent with research that shows
that a negative affect, when accompanied by cognitive dissonance can actually spur
attitude change (Forgas, in press). Reports of guilt and surprise suggest students had an
experience that challenged their current belief system. This is required for cognitive
dissonance. It could be that students who felt guilt or surprise were likely to report that
their experience was meaningful because it created some cognitive dissonance that made
them evaluate their current beliefs or behaviors.
Anger and anxiety has been shown to increase people’s tendency to rely on
stereotypes (Forgas, in press) which may in part explain why anger had such a dramatic
effect, and why anger and fear were associated with declines in social and civic
responsibility. Positive moods may also lead people to rely more on stereotypes (Forgas,
in press) which may be why students commonly reported experiencing personal
satisfaction and happiness, yet some students did not feel that they learned anything from
the experience, and community service attitudes overall did not increase.
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Gender
As seen in Figure 2, females tend to have more positive attitudes toward
community service than males. However, over the course of the semester, females’
attitudes declined slightly whereas males’ attitudes increased slightly. Gender was not a
significant predictor in the final regression model for community service, meaning that
when all other variables were held constant, gender did not significantly influence
community service attitudes. This suggests that students’ attitudes toward community
service at the end o f the course were influenced more by other factors - their community
service pretest score, their attitude toward the course, what type o f service activity they
did - than by their gender.
Females also reported more positive evaluations of their community service
experiences, but as with community service attitudes, gender did not have a significant
influence on those evaluations when all other variables were held constant. Females
reported a stronger sense of social and civic responsibility than males at both the pre and
post tests. Sense of social and civic responsibility decreased slightly for both genders, but
not significantly so. Significant gender differences emerge in sense of belonging.
Females reported feeling more comfortable in their classrooms, and more supported by
their peers, and by faculty. Males tended to feel more isolated.
Females rate themselves more emotional and more empathetic than males. This is
interesting because it conflicts with the data showing that males, on average, reported
experiencing more anger, anxiety, fear, guilt, and “other” emotion than females and no
significant differences in the other emotions. Because of current societal stereotypes,
females may just perceive themselves to be more emotional when in actuality they may
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not be. While this presents an interesting conundrum, it is outside the context of this
study. That males had more emotional reactions is also an interesting finding because
males’ community service attitudes increased while females’ decreased. Perhaps because
males had emotional reactions when they were not expecting to, they were more affected
by their experience and as a consequence more likely to have a positive attitude change.
This is an area where further research may prove insightful.
The differences in community service attitudes between genders is consistent with
findings in the literature that show that females are more likely to volunteer (Planty &
Regnier, 2003) and less likely to oppose a mandatory high school service requirement
(Lopez, 2002). The differences in sense o f belonging are also consistent with preliminary
studies that found females to report feeling less isolated and more comfortable interacting
with faculty (Morrow, 2004).

Race
For the purpose o f analysis, students were divided into three racial categories:
African American, Caucasian, and “other” which includes Asian/Pacific Islanders,
Hispanics, Native Americans and unspecified races. As shown in Figure 2, African
Americans reported more positive community service attitudes and more positive
evaluations than Caucasians. Students of other races also reported more positive
community service attitudes and more positive evaluations than Caucasians. However,
both African Americans and students of other races reported feeling less classroom
comfort and more isolation than their Caucasian peers. Although outside of the scope of
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this study, this finding may suggest further investigation into feelings of belonging and
isolation among racial minorities is needed.
African Americans were less likely to report experiencing personal satisfaction or
happiness during their service activity. Students of “other” races were slightly more
likely to feel compassion. These findings are difficult to reconcile. It is not clear why
African Americans would be less likely to report personal satisfaction and happiness but
yet give more positive evaluations and present more positive attitudes than their
Caucasian peers. Perhaps, African Americans are less likely to equate personal
satisfaction and happiness with a valuable learning experience or to relate their emotional
experience to their beliefs about community service.

NewPAGE Attitude
Because this was a required course and students were overwhelmingly opposed to
the requirement, the students’ attitudes toward the course were factored in as an
independent variable. Students with more positive attitudes toward the NewPAGE course
had more positive attitudes toward community service and gave their service experience a
higher rating. Students’ attitude toward the NewPAGE class also positively predicted
students’ sense of social and civic responsibility and influenced their emotional reactions
to their community service experiences. Students with a more positive attitude toward
NewPAGE were more likely to report experiencing personal satisfaction, compassion,
happiness, surprise, and guilt, and to have a greater mean emotional intensity. These
findings seem logical. Students who had more positive attitudes toward the course were
probably more receptive to the course material and assignments and more willing to let
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what they were learning influence their beliefs and attitudes. This finding also suggests
that the outcomes were heavily influenced by students’ attitudes toward the course and
the study may have had different results had it been conducted in a different context.
These results are synthesized in Figure 2.

Discussion Section Attitude
As with their attitude toward the course in general, students’ attitudes toward their
discussion section could influence their receptivity to their community service
experience. Indeed, students with more positive attitudes toward their discussion section
gave their service experience a higher rating. Students with positive attitudes toward their
discussion section were more likely to feel supported by their classmates and teacher, and
to feel more comfortable in the classroom environment. Notably, attitude toward the
discussion section did NOT influence sense of isolation indicating that students who felt
isolated felt that way regardless of their attitude toward the discussion class. Students'
attitude toward their individual discussion section predicted the level of personal
satisfaction they reported experiencing during their community service experience, with
more positive attitudes leading to higher levels o f satisfaction. These findings are
displayed in Figure 2.

Type o f Community Service Activity
As depicted in Figure 2, the type of service students participated in influenced
students’ community service attitudes. Participating in activities that directly benefited
others resulted in the greatest increase in community service attitude followed by
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participating in activities that indirectly benefited others. Participating in activities that
directly benefited others also positively influenced students' community service
evaluations.
The type of community service also played a role in students’ emotional
reactions. Students who perceived their experiences to be directly beneficial were
significantly more likely to report experiencing personal satisfaction, compassion, pity,
happiness, and surprise, and to have a more emotionally intense experience. They were
significantly less likely to report anger or disgust.
Students who perceived their experiences as indirectly benefiting others were
significantly more likely to report experiencing compassion, pity, and happiness. They
were significantly less likely to report disgust.
These findings are consistent with a study by Rhoads (1998) that found service
activities that included direct and meaningful interaction with the individuals being
served were more beneficial. The students in that study discussed how significant it was
for them to interact with people on a personal basis. This is consistent with comments
students made in their reflection papers.
One Model 1 discussion section performed an activity that was directly beneficial
to others and included a brief personal encounter with the individual being served. This
group performed yard work for an elderly gentleman whose house and yard were
damaged during hurricane Isabel. The owner came by the house at the culmination of the
students’ clean-up efforts and spoke with the class. The students in this discussion section
reported more feelings o f compassion and pity than any other section, had the second
highest mean for personal satisfaction, and the fourth highest mean for happiness. Their
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community service evaluation scores (M= 2.62, SD = .53) were significantly above the
average, t = -5.420, /?<.001, and there was a significant positive change in community
service attitudes in the group, F (l) = 6.012, p <.05. Although this is just one example, it
suggests that group activities that directly benefit others and include personal interaction
with the individuals being served have the potential to be positively influential within the
limited five-hour duration.

Qualitative Findings
Emotions
In their reflection papers, most students reported enjoying their community
service and feeling good about the work they had performed. This feeling seemed more
pronounced when the students interacted in some way with beneficiaries or people who
appreciated their efforts. Students who saw their service as directly benefiting others
reported fulfilling experiences. This corresponds to the quantitative data showing
personal satisfaction and happiness as the predominant emotions and to the finding that
activities directly and indirectly helping others were more positively influential than
those helping the community generally.

Community Service Attitudes
While students reported having good experiences and even listed community
service as the best thing about the course or their favorite thing, students reported mostly
negative opinions o f the service requirement in the open-ended survey questions.
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The NewPAGE graduate assistants agreed, reporting that students hated being “forced” to
do the service. In contrast, most students did not express negative viewpoints in their
reflection papers. Instead, students presented predominately positive attitudes. Many
students said that they had prior good service experiences and thought community service
was important or they thought the service requirement made sense in this type of pro
environment course. Some even reported having a positive attitude because o f their
NewPAGE service experience and concluded that “forced” service was justified. The
students may have presented more positive attitudes in their papers for several reasons.
First o f all, their name was attached to the paper and they were being graded on the
assignment. Also, students typically had more favorable attitudes toward their discussion
sections and their GAs- the person who would be reading the papers - than they did
toward the class generally. With the anonymity of the survey, students may have felt
more at liberty to criticize. They likely perceived the surveys as a venue for expressing
their discontentment to the NewPAGE administrators.

Community Service Evaluations
On the final course survey, roughly equal numbers of students named community
service as their favorite and least favorite thing about NewPAGE. Reflection papers, once
again, presented a much more positive perspective with the great majority of students
reporting positive experiences. Students often reported “making a difference” and
enjoying being able to see the fruits of their labor. This corresponds with findings from
the Institute o f Politics at Harvard (2000) that found students preferred community
volunteerism as a superior mechanism for enacting change than political engagement.
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The study reported that students saw themselves as pragmatic, goal-oriented and
interested in seeing results. This interpretation gels with comments from the GAs who
said that students appreciated the service project because they “got to see the extent of
their impact immediately” and because they “got a sense that they could do something to
solve our environmental problems, instead of just talking about them and getting
depressed.” GAs nearly universally said that students had more positive attitudes AFTER
their service experience. This emphasizes a point made by proponents of mandatory
community service that all students benefit from service and mandating it is the only way
to reach those who would never participate voluntarily (Andersen & Murphy, 1999).

Sense o f Belonging
The influence of the structure of community service was evident in the comments
related to sense of belonging. Some of the students from the Model 1 sections expressed a
sense o f unified purpose or talked about working together as a team to accomplish a goal
suggesting that the group service activities may have helped students develop a stronger
sense of belonging within their discussion sections. In contrast, students in Model 2 and
Model 3 sections often reported participating in activities with friends and family
members, or volunteering for local churches, schools, or organizations where they
already had felt a sense o f belonging. These results were not reflected in the quantitative
results where there were no differences between the models and students overall reported
declines in their sense o f peer and faculty support. The NewPAGE evaluation reported
similarly dissonant findings between students’ comments about their interactions with
peers -which were positive- and the results from the sense o f belonging surveys - which
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indicated decreases (Morrow et al, 2005). It is unclear why the quantitative and
qualitative results do not agree. Perhaps those students which felt disconnected did not
choose to write about their feelings in their reflection papers or in the open-ended survey
questions.

Social and Civic Responsibility
Most of the comments pertaining to social and civic responsibility focused on
social rather than civic responsibility again supporting the finding that young adults
prefer community volunteerism to political activism. Students often characterized service
as “giving back” to the community, describing it as something that good people do, not as
something that all people are obligated to do. This corresponds to the findings by Astin
and Sax that show most students list “to help people” as a motivating factor for engaging
in service while few students select “fulfilling their civic/social responsibility” (1998).
This also corresponds to the view of service as a kind of charity rather than as mechanism
for promoting societal change (Kahne & Westheimmer, 1996).
Some students reported surprise at others' strong sense of responsibility and
commitment to social and environmental causes. It may be that because so many students
were vocal in their disdain for the NewPAGE course requirement that students became
accustomed to hearing anti-environmental statements and that as a consequence students
were surprised to find that individuals outside the realm of the NewPAGE class were not
only concerned about the environment but working to preserve it.
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Implications for Practice
Participation in service activities has been demonstrated to have many positive
outcomes for students and for institutions of higher education (Eyler et al., 2001).
Service-learning, that is community service that is integrated into course objectives, has
been shown to have a greater impact than community service which is done as an add-on
(Astin et ah, 2000). If Old Dominion University wants to promote social and civic
responsibility and personal empowerment through service opportunities, it may be wise
for ODU to embrace the service-learning paradigm. This would involve either developing
entirely new courses with service-learning components, or re-envisioning the service
component of NewPAGE to be more closely tied to the course objectives, or both.
Students in the NewPAGE course showed resentment both toward the course
requirement and toward the community service requirement. Students’ attitudes toward
the course impacted their views on community service. Studies have demonstrated that
service that is arranged and strongly encouraged rather than required has better
participation (Snyder & Wirt, 1998) and longer lasting results (Planty & Regnier, 2003).
As such, it is recommended that if a service component is sought in the context of the
NewPAGE course, service opportunities should be organized and promoted and students
should be strongly encouraged, but not required, to participate. Making the alternative
assignment done by Model 4 students an option for any student who is unable to
participate in community service, or who would prefer to do a research assignment easily
accomplishes this.
Since over one-third (35%) of the NewPAGE students joined an ODU sponsored
activity, it would be prudent for ODU to invest resources into the organization of
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community service activities if NewPAGE is going to continue to have a service
component. Some of the ODU-sponsored activities that students joined resulted in
ineffective experiences. Students who were directed to be “extras” in an environmental
movie, for example, did not report positive experiences. Students also expressed a desire
for more on-campus service options and for activities that were arranged that they could
choose from. The activities should be as much as possible, activities directly helping
others, and ones that allow students to interact directly with the individuals being served.
They should allow students to work with their peers and with faculty members. They
should be experiences that are likely to lead to a sense o f personal satisfaction and when
possible challenge students’ existing belief systems. As mentioned above, students who
experienced person satisfaction and/or guilt were more likely to have an increased sense
of social/civic responsibility. This may be especially important if the goal is to do service
to promote change rather than just to provide charity.
If community service is to be included in the NewPAGE course or in other
courses, the graduate assistants or other faculty members responsible for monitoring it
should more closely regulate students’ experiences. Students should be provided more
assistance in selecting activities and strong discretion should be exercised when students
want to design their own experiences. Some of the activities students described such as
cooking organic vegetarian chili or testing the turning radius of wheelchairs do not seem
likely to produce the intended outcomes. It has also been established in the literature (for
example Campus Compact, 2004; Eyler et al., 2001; Honnet & Poulsen, 1989) that
students should be assisted with the selection of service placements and/or criteria should
be established for service activities.
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Reflection is almost universally extolled as a vital part of service-learning
(Honnet & Poulsen, 1989) and should be included as part of any ODU service
requirement. GAs and faculty who are asked to lead reflective discussions, should be
given training as to the importance o f reflection and how the sharing o f ideas and
experiences can lead to new perspectives. They should also receive guidance on how to
lead a reflective discussion. This should include modeling and/or role playing, something
more substantial than the hand-out that was used in this study. Furthermore, service
should be introduced into courses where faculty have expressed interest and the
principles of service-learning can be employed. Service-learning places extensive
demands on faculty that are outside the regular domain of course instruction (Ward,
1999), as was suggested by some of the comments from the Model 1 GAs who actually
organized service events for their students.
If service is going to be required for a particular course, it may be better for the
course to be an elective rather than a general education course. The degree to which
students are interested in the subject matter of a course has been found to be the single
most important factor associated with a positive learning experience; it determines
whether the service is viewed as a valuable learning experience (Astin et al, 2000).

Directions for Future Research
As mentioned earlier males reported experiencing more emotions during their
community service experiences than females did, yet on the emotional pre-test females
rated themselves more emotional than males did. Furthermore, males’ attitudes toward
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community service increased from the beginning of the semester while females’
decreased. It may be worth investigating the connection between emotional expectation,
emotional experience, and attitude change, both in the context of service experiences and
in broader context of learning activities that are likely to produce emotional effects.
Recalling from Forgas (in press) that our emotions affect what we notice, learn,
remember, and the judgments and decisions we make, students who have a more
emotional experience than they anticipate may be primed for learning whereas students
who have a less intense emotional experience may not be as “tuned in” and consequently
miss out on potential learning opportunities. Also, further study examining just the
relationship between emotional experience and learning -especially learning that
involves paradigm shifts or the adoption o f new attitudes— is certainly warranted. What
emotions seem to promote learning? What emotions limit it? Certainly the idea that
emotions tell us when we should pay attention to something has broad implications for
education generally and should be investigated.
It is still not clear whether group activities are superior to individual ones. The
myriad variations in which students performed their service in this study preclude a
definite answer to this question. A follow up study where service activities are pre
determined and involve students either working together as a class or individually with a
local organization should be conducted. Middle of the road variations where students
worked for an organization with a few friends should not be allowed. There appear to be
no studies specifically addressing this question and the results would have important
implications for service-learning courses generally.
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The example of the yard clean-up shows that a structured group activity that
involves interaction with a specific beneficiary can have a positive influence on students’
attitudes. Because the students’ attitudes toward the NewPAGE course and toward the
mandated service required seemed to affect students’ attitudes, and may have diminished
the effect of otherwise positive service experiences, it would be beneficial to test the
impact of community service structure outside the NewPAGE context. To produce the
most powerful impact, the study should involve service activities that require students to
work directly with the individuals they are serving, or more attempt should be made to
have students identify the beneficiaries of their service during a reflective discussion.
There were significant differences in the attitudes between males and females yet
in many analyses gender failed to register as a significant influence. More research is
needed to understand both the views of males and females and the effect service has on
each gender. It would be interesting to know if different kinds of service activities are
more influential in shaping the attitudes o f one gender over the other. This should also be
tied to the research on groups. Is one gender more preferential to working alone or in a
group? More needs to be understood about the role of gender in service involvement so
activities that promote the greatest learning can be utilized.

Limitations
Internal Threats
Although measures were taken to fully specify the models and account for student
opinions, this design has threats to internal validity that should be considered when
interpreting the results. The first of these is history. History refers to “incidents or events
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affecting the results that occur during the research” (McMillian & Schumacher, 1989). In
the case of whole group comparisons, such as measuring the change in community
service attitudes, history represents a significant threat in that the participants in this
study were all enrolled in the NewPAGE course, the community service assignment was
a requirement of the course, and the survey they completed measuring their attitudes
toward community service was completed as an activity for the course, so both the
students’ attitudes toward the course and their experience in the course are likely to
influence their attitudes toward community service. This threat may also be referred to as
multiple-treatment interference and is in this case viewed as a threat to external validity.
As the influence o f the course on a whole cannot be factored out, this study should be
viewed as an analysis o f different models of community service within the context of a
mandatory course on the global environmental issues.
For between group comparisons, such as comparing the community service
attitudes, between the four models of community service, history ceases to represent a
significant problem as all participants were subjected to the same course and were
intended to have roughly commensurate experiences.
This being said, the attitudes of the NewPAGE graduate assistants toward
community service generally and specifically toward the community service requirement
is likely to have influenced the attitudes and experiences of the students in their sections.
To control for this, several GAs were assigned to have different models of community
service. Between group comparisons could then be made holding the graduate assistant
constant.
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A second threat to consider is maturation. Maturation includes “processes
operating within the subject as a function o f time” (Wiersma, 1991). Whereas maturation
generally refers to maturing processes, such as growing older, it can also refer to changes
that can occur in a short period of time such as getting hungry or fatigued. In this study,
maturation should be considered in terms of survey fatigue. As participants took seven
different surveys over the course o f the semester and surveys took from 15 to 45 minutes
to complete, some respondents may have experienced a degree of survey fatigue and
filled in answers without considering the questions.
This threat to internal validity was controlled for by designing surveys that could
be completed in a relatively short period of time. Midcourse survey one and midcourse
survey 5 were relatively short and the average time spent completing was 10 minutes.
The precourse and postcourse surveys were longer, but students were prepared for this
and awarded more points for completing these surveys.
A third threat to internal validity is differential selection of subjects which can
result when groups of subjects cannot be randomly assigned. Although the NewPAGE
students did not have control over which group they were assigned, the NewPAGE GAs
had some influence on which students were assigned to which community service model.
GAs may have selected seemingly brighter or more cooperative groups to be their model
1 or model 4 sections. GAs may have chosen groups that had better overall attitudes
toward NewPAGE or toward community service. To control for the differential selection
o f subjects, pretest attitudes were included in the analyses which should negate any initial
group differences.
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Since the study used in-tact groups, there is the possibility for selection issues to
interact with other threats such as history or maturation. Specific events can transpire
within a classroom and sway the attitudes of the students. For example, one student who
has a particularly negative outlook may be very vocal. There may be a combination of
outspoken students with opposing viewpoints that creates a volatile atmosphere. The
composition of students in the discussion sections may have affected the outcomes.
As previously discussed, another potential threat is diffusion of treatment which
occurs when treatment groups are not kept pristine or even when knowledge of the
different treatments passes between subjects of different groups. The researcher
emphasized the importance of maintaining the purity of the different groups to the
graduate assistants who were in charge of the sections, however, some diffusion of
treatment did occur. Approximately 67 students in Model 2 and Model 3 discussion
sections joined Model 1 activities. These students’ attitudes would not be representative
o f their groups, potentially skewing results. Resentment may have resulted from students’
awareness of variation in the community service project assignment also potentially
affecting students’ attitudes and thus the results. Some Model 1 GAs did not hold
reflective class discussions. Some students may have completed the community service
post test prior to writing their reflection paper and/or prior to engaging in a class
reflective discussion. These implementation effects may have minimized or delayed the
learning benefits of the service activity and affected the attitudes and evaluations students
reported on their surveys. Furthermore, many students in Models 2 and 3 chose to
complete their service with friends or family, and to join existing group projects which
minimized the differences between the groups.
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Experimenter bias represents another threat to internal validity. The researcher
served as a NewPAGE GA and led a Model 1 section. Because the researcher
hypothesized that students who participated in Model 1 community service activities
would have better experiences and as a result more positive attitudes related to the
experience, experimenter bias may have played a role in the attitudes of the students in
her section. However, hers was only one of eight Model 1 sections.
The researcher was also responsible for choosing which GAs led Model 1 sections
and this decision was made based on expressed GA interest. GAs who shared similar
positive views on community service may have been more likely to volunteer to lead
Model 1 sections and as a result, may have passed on their positive attitudes to their
students. To control for this influence, GAs who taught a Model 1 section were also
assigned to lead Model 2 and Model 3 sections whenever feasible.
Finally, there may be other variables that influenced students’ emotional
responses, attitudes and evaluations that the researcher did not or could not consider. The
variance accounted for in the regression models for the eleven emotions and mean
emotional intensity were quite low suggesting that important predictors were not
considered in the model.

External Threats
As previously mentioned in the discussion of internal validity, multiple treatment
interference poses a threat to external validity if the effects of the community service
requirement are sought outside o f the context of the NewPAGE course. This is mostly
true for whole group comparisons, such as the overall change in attitudes over time. Since
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most of the comparisons were made between groups, and the groups experienced the
same extra treatments (the course, the requirements etc.), this can be largely discounted.
Related to multiple treatment interference are reactive effects, or effects that arise
due to the participants’ knowledge that they are in an experimental situation. Students
enrolled in NewPAGE were aware that the course was new and considered experimental.
Some students reported an aversion to being what they described as “guinea pigs” for the
new course. Furthermore, as students were regularly asked to make suggestions for the
course, students may have felt more willing to criticize the course, raise objections, and
to express negative views. Some students reported hating completing the surveys and as a
result may given bogus responses.

Conclusions
The results o f this study indicate that the structure o f community service can have
an influence on student outcomes, particularly on students’ attitudes toward community
service. Students who participated in group projects with their discussion section reported
more positive attitudes than those who did not participate with their discussion sections.
However, more research is needed in a context where students’ attitudes related to a
mandatory course and a mandated service requirement do not interfere with students’
attitudes toward community service and where different structures of service can be more
pristinely maintained. As it stands, it is unclear whether group or individual service
activities are generally more influential. It is clear, however, that the type of service
activity makes a difference in student outcomes, and that activities students perceive as
directly helping others have a stronger effect.
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It is evident that emotions play a significant role in students’ interpretation of
their community service experiences, and that personal satisfaction and guilt in particular
tend to positively influence student outcomes. Furthermore, there are significant
differences between races and genders in community service attitudes, the way students
evaluate their experiences, and the emotions students report experiencing in response to
their service experiences. Males reported experiencing more emotions, particularly
negative ones, yet their community service attitudes improved while females’ decreased.
Similarly, African Americans were less likely to report personal satisfaction or happiness
yet their attitudes and evaluations were more positive than their Caucasian peers.
Emotional experiences clearly play a pivotal role in influencing students’ attitudes, but
more research is needed to explore this influence.
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APPENDIX A
NEWPAGE SYLLABUS
GEN 101 - NewPAGE:
New Portals for Appreciating our Global Environment
Course Syllabus - Spring 2005
FACULTY: Course Coordinator: Prof. Dwight W. Allen
Theme #1 Prof. Dwight W. Allen and Prof. Ann Schwarz-Miller: Environmental DecisionMaking

Theme #2 Prof. R ichard Whittecar: Global Climate Change
Theme #3 Prof. Christine Drake: Population and Environmental Justice
Theme #4 Prof. Thomas Allen: Environmental Resources
Theme #5 Prof. A. Jam es English, J r.: Human Health and the Environment
Theme # 6 Prof. M ujde Erten-Unal: Sustainable Development
Theme #7 Prof. Roseann Runte: Environmental Literature
OVERVIEW OF THE COURSE
NewPAGE is a three-hour course that will provide all first-year students with the opportunity to
examine major environmental issues that affect our well-being and require broad policy decisions.
It introduces students to rigorous academic investigation through a series o f readings, lectures, and
discussions, and exposes them to insights by leading scholars on the environment. The course is
multidisciplinary with units o f study (themes) developed by each College in the University. It is
designed to introduce students to some o f the complexities and interrelationships of natural,
societal, philosophical, geographical, economic, aesthetic, engineering, educational, and health
issues of our global environment.
The course normally has one major lecture period each week, on Tuesday mornings from
9:30 - 10:45 a.m. in the Ted Constant Convocation Center (although on two occasions
there will be classes on Thursday in addition or in place o f the Tuesday class —see the
course outline). Two 50- minute discussion sections each week led by graduate teaching
assistants include exercises and structured debates and provide opportunities for students
to clarify and discuss issues raised in the main lecture.
Each discussion session will be facilitated by a graduate teaching assistant, who is
responsible for evaluating and posting students’ grades in the class. All questions
regarding course content or administration should be directed to the graduate teaching
assistant. Each discussion session has a Blackboard site for grades and announcements.
Students MUST HAVE and USE an ODU e-mail account to access Blackboard and
receive classroom information. To activate the account, contact http://season.odu.edu If
students have difficulties accessing Blackboard, call 683-3192.
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COURSE TEXTS
NewPAGE: New Portals to Appreciating our Global Environment. Boston, MA: Pearson, 2005.

Ruddimann, William F. and Jacqueline E. Huntoon. Earth Inquiry: Long-term Climate Change.
American Geological Institute. New York: Freeman and Company, 2004.
Supplemental materials online on Blackboard: www.blackboard.odu.edu These materials are
required in some discussion sections.
Announcements are posted on Blackboard and students are required to check this site daily. Web
resources for discussions will be accessed through the Blackboard system.
COURSE GOALS AND OBJECTIVES
The goals of the course are to:
1. Provide students with different perspectives on environmental issues and their
interdependence;
2. Challenge students to engage in critical thinking as they address environmental issues;
3. Help students to develop persuasive and reflective writing and communication skills;

4. Encourage students to apply principles of debate and research skills through
participation in debates about environmental issues;
5. Introduce students to leading scholars in the field; and
. Have students participate in service learning to promote environmental responsibility and to see the
connection between course work and its practical application.
6

COURSE REQUIREM ENTS
Weekly Quizzes (35% of the final grade).
Students are required to read the text material assigned for each week before coming to the lecture on
that theme. Beginning in the second week, students will take a quiz online each week following the
lecture (between 3 p.m. and 6 a.m. the following morning). The quizzes will be open-book but must be
completed within 30 minutes. Students are encouraged to take as many practice quizzes as they choose
before taking the graded quiz. The quizzes are thus designed to be a part o f the instructional process and
to aid in students’ learning. The graduate teaching assistants will provide more detailed schedules
regarding assignments and due dates in the discussion sessions. Practice quizzes based on the readings
will be available from the beginning of the semester. The graded quiz (quiz o f record), which also
includes questions from the lecture, will be available after 3 p.m. on the day o f the lecture and must be
taken by 6 a.m. the following morning. Thirteen quizzes will be given: students’ grades for this part of
the course will be based on their ten best scores.
Debate Project (20% of the final grade)
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Students will complete pre-debate worksheets, participate in debates, and write a position paper on one of
the topics to promote critical analysis o f the environmental issues. Detailed instructions will be given out
in the discussion sections.
Final Exam (15% of the final grade).
The final exam will be taken in-class on the final examination day (Tuesday, May 3, 8:30 a.m.). The
exam will consist o f 75 multiple-choice questions taken from all the themes. It is a closed-book
examination.
Exercises/Discussion Assignment (10% of the final grade).

Students are required to attend all discussion sessions. The exercise grade will be based
on the completion of in-class and out-of-class activities, participation in class discussions
and debates, and attendance. Details will be provided in the discussion sections.
Service Learning Project (10% of the final grade).
Each student is required to contribute 5 hours during the semester to a community environmental service
project and to write a 1-2 page reflective paper on the experience. Actual experiences will vary and be
overseen by the graduate teaching assistants. The purpose o f the community environmental service
requirement is for students to translate the academic principles studied in class into a real- world setting
where their efforts will contribute to the health o f the local environment. The goal is that students’
environmental community service experience in this class will lead to a sense o f personal empowerment
and a desire to contribute to society through service activities throughout life.
Course Evaluation Surveys (5% of the final grade).

Students will complete a number of evaluation surveys during the course. There will be
an extensive pre-course survey on students’ opinions about the environment and their
perceptions of this new experimental course. During the semester students will be asked
to complete five briefer surveys. At the end of the course there will be a post-course,
longer survey. Students must complete the pre- and post-course surveys to receive 3.5%
of the 5% allotted for course evaluation surveys. Faculty are vitally interested in
students’ perceptions. We want this new, exciting opportunity to serve all our students
well, to enrich their lives, and to inform them of important environmental decisions
which lie ahead. Student feedback will help the faculty and graduate teaching assistants
improve the course. If you do not wish to participate in the course evaluation or are
unable to do so, you may review five research articles instead. Details of the alternate
assignment will be given out in the discussion sections.
Pre-course survey: available online from 1/10 to 1/23
Mid-course survey 1: available from 1/24 to 1/30
Mid-course survey 2: available online from 1/31-2/6
Mid-course survey 3: available online from 2/21-2/27
Mid-course survey 4: available on line from 3/21-3/27
Mid-course survey 5: available online from 4/19-5/5
Post-course survey: available online from 4/26-5/5
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Attendance (5% of the final grade).

Attendance is mandatory. Students are expected to attend all lecture and discussion
sessions. If students miss a lecture with an un-excused absence, their grade will be
reduced by 1% for each session missed. It is imperative that students are on time for the
lecture and discussion sections. Plan to arrive at the Ted Constant Convocation Center
early for the Tuesday morning lecture as more than 2000 other students will also be
arriving. Seating will be assigned in the first discussion group meeting. It is essential
that all cell phones and beepers be turned off during the class periods. Penalties will be
assigned for students who arrive late (or leave early).
Students will be able to review lectures on videostream as soon as they have been posted.
Videostreamed lectures are accessible through Blackboard.
STUDENT ASSESSMENT AND GRADES
[Percent [Points
Weekly Quizzes

35%

350

Final Exam

15%

150

Exercises and Class Discussion

10

%

100

Service Learning Project

10

%

100

Course Evaluation Surveys

5%

50

Attendance

5%

50

Total

1 00

%

:

1 ,0 0 0

E xtra C redit Opportunities w orth 3% or 30 points:

Students may attend up to 3 outside lectures or events that relate to the course and write a
brief (1-2 page) report on what they learned. Each report will be graded on a 10 point
scale. Extra credit opportunities will be announced. The reports are due within one week
of the lecture or event.
Study Abroad:
A Study Abroad option to Costa Rica is available for 20 NewPAGE students. See the announcement
online for details. Participation in the Study Abroad opportunity may be used in place o f the Service
Learning Project in the evaluation. For more details see www.odu.edu/newPAGE.
G rading Scale
Students earn their grades. The following grading scale applies:
94-100%

A

90-93

A-

87-89

B+

83-86

B
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80-82

B-

77-79
70-72

C+
c
c-

67-69

D+

63-66

D

60-62

D-

73-76

59% and below F

Penalties will be incurred for assignments turned in late. For each day late, 5% will be
subtracted from the credit for the assignment. If the assignment is more than 3 days late,
no credit will be given.
COURSE POLICIES
Honor Code
Students are reminded that they have signed a pledge accepting responsibility to abide by the Old
Dominion University Honor Code:

“I pledge to support the Honor System of Old Dominion University. I will refrain from
any form of academic dishonesty or deception, such as cheating or plagiarism. I am
aware that as a member o f the academic community, it is my responsibility to turn in all
suspected violators of the Honor System. I will report to an Honor Council hearing if
summoned.”
An abbreviated form of this pledge and signature should be on every written assignment submitted for
a grade.

Disability Policy

Students with documented disabilities should discuss their needs with their graduate
teaching assistants at the beginning of the semester. No undocumented accommodations
can be made after the third week o f class.
Illness/Extended Absences

Any special circumstances that necessitate absences of more than 2 days will require
documentation from the Office of Student Services.
Cell Phones/Pagers
Students are reminded that all cell phones and pagers must be turned off during
the class periods.
Special Reminder
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It is essential that you arrive early fo r the main lecture. Also please arrive early fo r the discussion
sections; if you are more than 15 minutes late, you will not receive participation points fo r that class.
Student Help
I f students have any problems that their graduate students cannot handle, they should contact Prof.
Dwight Allen at dwallen@odu.edu or 683-5151.
Students are always able to request help at newPAGE@odu.edu.
Office Hours
Office hours fo r graduate teaching assistants will be posted in each discussion section. The NewPAGE
office, Education 151 will be open from 12:15-1:30 p.m. on Tuesdays and Thursdays.
Course Outline
The schedule below is for the weekly lecture in the Ted Constant Center. Students will also attend their
individual discussion sections each week.
Lecture Date

Topic/Theme

Text C hapter

1 /1 1

Introduction

Introduction

1/18

Environmental Decision-Making

1

1/25

Environmental Resources I

6

2 /1

Environmental Resources II

7

2 /8

Population and Environmental Justice I

4

2/15 & 17

Population and Environmental Justice II

5

Two lectures this week!
2/24 R

Global Climate Change I

2

Lecture is on Thursday this week!
3

3/1

Global Climate Change II

3/8

Spring Break. No classes.

3/15

Human Health and the Environment I

8

3/22

Human Health and the Environment II

9

3/29

Sustainable Development I

10

4/5

Sustainable Development II

11

4/12

Environmental Literature I

12

4/19

Environmental Literature II

13

Environmental Agendas Ahead
™
,
b
Thursday morning
*=
4 /2 6
Final Exam—Tuesday, May 3, 8:30 a.m.
class.
5/3
syllabus is subject
The
to change, depending on the availability o f guest speakers. Those with perfect attendance will be eligible
fo r a major raffle prize.
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APPENDIX B
THE COMMUNITY SERVICE PROJECT: ASSIGNMENT DETAILS
T he C om m unity Service Project - A ssignm ent Details

Goal: The purpose o f the community service requirement is fo r NewPAGE students to translate
the academic principles studied in class to a real-world setting where your efforts will
contribute to the health o f the local environment. It is our hope that your community service
experience fo r this class will lead to a sense ofpersonal empowerment and a desire to
contribute to society through service activities throughout your lifetime.

Explanation: Students will participate in a minimum of five hours of community service. The
service activities should in some way help to improve the environment at a local, national or
international level. While “hands-on” activities in the local community are preferred, other
activities may be approved by your individual section leader. Your section leader will provide
you with specific instructions on selecting your community service activity. See the community
service website for service ideas and organizations:
http://web.odu.edu/af/ehs/volunteer.html
Requirements:
The following activities must be completed in order to receive credit for the community service
requirement. If any of the elements are missing, you may not receive all or part of the 100 points
allotted for this assignment.
1. Log Sheet - 10 points
A signed log sheet recording the time and place of your hours served should be submitted to your
section leader by April 19th. The log sheet must be signed by an administrator of the organization
you served.
2. Reflection paper - 60 points
After you complete the five hours of required community service, write a one- to two- page paper
reflecting on your experience.
It should include:
• a brief description of the organization you served and why you picked that particular
service opportunity;
• an explanation of the specific role(s) you filled and how it affected the environment;
• how your experience affected you (how it made you feel, what it made you think about,
did anything surprise you, etc.);
• and what you learned from the experience (about people, about the environment, about
the community, about yourself, etc.).
Your paper should be typed in 12-point font, double-spaced and posted to blackboard by April
19th. Please also submit a hard copy to your section leader.
3. In-class Discussion - 10 points
During the week of April 19th, you will participate in an in-class discussion on your community
service experience. Come prepared to share your experience with your classmates.
4. Community Service Survey - 20 points
Complete the online survey on your community service experience between 4/19 and 5/5.
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OLD D O M I N I O N U N I V E R S I T Y
Community Service Log

Nam e:______________________________________UIN:
Discussion Leader:_______________________________
Discussion Meeting Time:__________________________
Service Activity
Organization Served

Activity

Date

Time

Name of Organization Administrator
T itle________________________________________________
Signature___________________________________________ D ate____

I completed the five-hour community service requirement as listed above.
NewPAGE Student Signature_______________________________ Date
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APPENDIX C
WEB SITE COMPILED BY THE ODU DIRECTOR OF ENVIRONMENTAL
HEALTH & SAFETY
Retrieved January,

7 2005

from:

h ttp ://w e b .o d u .e d u /a f /e h s /v o lu n te e r .h tm l

VOLUNTEER OPPORTUNITIES IN HAMPTON ROADS VIRGINIA
Old Dominion University Environmental Health & Safety Office Volunteer Opportunities
Lafayette River Clean-up (Adopt-A-Streamt
Join your fellow faculty, staff, and students in a clean-up o f the Lafayette River. The University has
adopted, through the Commonwealth o f Virginia’s Adopt-A-Stream Program, the portion o f the Lafayette
River shoreline that lies behind Rogers Hall and along 49th Street. This is an excellent opportunity for you
to participate in an activity that benefits the environment. The event will be held during the week of April
18-22, 2005. Exact date and time TBD. Employees, please obtain authorization from your supervisor to
attend. You may use your “community service leave” to take part in this event. Contact Rachel DeMunda
at 683-4495 or rdemunda@odu.edu to register or for more information
Storm Drain Stenciling
Storm drain stenciling involves painting a message on the University’s storm drain catch basins as a
reminder of the connection between streets and nearby waters. Many people mistakenly believe that storm
drains carry waste to a plant for treatment prior to being discharged to Virginia’s waterways - in our case
either the Elizabeth or Lafayette Rivers. This project raises awareness and educates the campus community
about storm water runoff and pollution. Stencils tell people not to dump and why. The custom stencils
have the ODU crown logo with the words “DRAINS TO BAY.” There are approximately 80 catch basins
to paint.
Paint Your Heart Out - Virginia Beach
15-25 volunteers are needed to assist carefully selected elderly, handicap and low income home owners by
painting home exteriors, making modest repairs, landscaping yards, and providing protection against
insects and fire. This is an all day event be held on a Saturday in April. This is a very fun, rewarding and
popular volunteer opportunity.
Contact: Rachel DeMunda (757) 683-4495 or rdemunda@odu.edu
All About Air Pollution - Department of Environmental Quality
Gain an understanding about air quality, its protection and its effects on human health and the environment.
Spend a morning (7:30 AM-12-30 PM) with Virginia Department of Environmental Quality (DEQ) air
monitoring staff learning about various types and sources o f air pollution, how air pollutants are measured,
how DEQ serves the public with the information it gathers about local air quality, and what you can do to
help protect air quality. After an in-office orientation at DEQ's Virginia Beach regional office (5636
Southern Blvd), you will visit a monitoring station in the area and will have an opportunity to observe
sampling equipment in operation. Useful handout materials will be provided. Students will need to
provide their own transportation and must present their student ID. Limited to four students per session.
Appropriate dress required; no shorts, halter-tops, etc.
Available sessions:
January 26, 2005
February 2 and 16, 2005
March 9, 16, and 30, 2005
April 20, 2005
Contact: DEQ at (757) 518-2109 M-F 8-4 to schedule.
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Life in the State of Poverty (Sponsored by the O D U Catholic Student Ministry) - This welfare simulation
experience is a community education program designed to help participants begin to understand what it
might be like to be a part o f a typical low income family. The objective is to increase the community’s
awareness o f the realities faced by low-income people and to review community resources that are
available to them and all families. As communities assist with welfare reform, residents can better help if
they have a greater understanding o f poverty and the state o f confusion, defeat, frustration, and despair the
poor experience. The simulation will place you “in the shoes” o f a person or family in poverty. The
simulation requires the involvement o f 50 - 85 participants. The participants assume the roles of up to 26
different families living in poverty. The task of the “families” is to provide for basic necessities and shelter
for one “month” consisting o f four fifteen-minute “weeks.”
When: January 22,2005 from 9:00 AM - noon at the Webb Center North Cafeteria.
Contact: Geri Jones (757) 440-9065
Register online at: http://www.odu.edu/webroot/orgs/AO/Poveitv.nsfrregistration7QpenForm
Earth Week (April 18-22. 20051 - TBA
Norfolk Environmental Commission - TBA
Project with the US Navy - TBA
Community Care Dav - Neighborhood Cleanup (coming Fall 2005)

Volunteer Search Engines
Volunteer Hampton Roads (VHR)
http://www.volimteerhr.org/
•
•

VHR database (a localized database which you can search by zip code, keyword or even service
areas) http://www. 1-800-volunteer.org/vc/index.isp?vc oid=8524
VHR Volunteer Connection (weekly update o f current volunteer needs in Hampton Roads)
http://www.volunteerhr.org/Volunteer/connection.html

Volunteer Match (find a volunteer opportunity that matches your interests) http://www.volunteermatch.org/
United Way (both general and advanced volunteer opportunity search engines)
http://national.unitedwav.org/index.cfin
USA Freedom Corps (a volunteer network that allows you to search for a volunteer opportunity by location
and area o f interest)
http://www.usafreedomcorps.gov/

Volunteer Opportunities (Organizations With Web Sites)
American Red Cross o f Southeast Virginia http://www.seva-redcross.org/index.asp
Audubon Society o f Virginia Beach http://www.vabeach-audubon.org/
Back Bay National Wildlife Refuge http.Z/backbav.fws. gov/volunteers.htm
Big Brothers and Big Sisters o f South Hampton Roads http://www.bbbsofshr.org/
Boys and Girls Club of Southeast Virginia (click on their “locations” link to find a participating unit and
the volunteer opportunities at each unit) http://www.bgcseva.org/
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Boys and Girls Clubs o f the Virginia Peninsula http://www.bagclub.com/
Catholic Charities o f Hampton Roads http://www.cc-hr.org/iobs.htm
Chesapeake Health Department (accepts volunteers to supplement and support their staff).
Contact: Volunteer Coordinator LaChele Gray at (757) 382-8694
http://www.vdh.state.va.us/lhd/chesapeake/
City o f Chesapeake Volunteer Opportunities
http://citvofchesapeake.net/services/depart/personl/volunt.html
Clean Virginia Waterways
http://web.lwc.edu/cleanva/
•

International Coastal Cleanup in Virginia http://web.lwc.edu/cleanva/getinvoIvedl.htm

Elizabeth River Project
Welcome visitors; be a librarian for our resource library or a caretaker of our aquariums; help children learn
more about the river in one o f our workshops or camps; help monitor water quality; address civic clubs, or
help plant a wildlife habitat. There is something for everyone on their list o f volunteer jobs.
http://www.elizabethriver.org/Share/ShareExcitement.htm
Foodbank of the Virginia Peninsula
Organize a food drive or fundraiser for your club, neighborhood or workplace. Coordinate efforts with the
Foodbank. Donate money, time and talents. Increase awareness of the hunger issue among your friends,
family and colleagues. Call, send an email and encourage others to get involved.
Contact: 596-7188 http://www.charitvadvantage.com/foodbank/SpecialEvents.asp
Foodbank of Southeastern Virginia http://www.foodbankseva.org/volunteer calendar.htm
Habitat for Humanity (South Hampton Roads)
http.7/www.habitat.org/script/1ink.asp?url=www%2Ehabitatforhumanity%2Dshr%2Eorg

Hope House Foundation http://www.hope-house.org/home.html
Jewish Family Service o f Tidewater http://www.i fshamptonroads.org/volunteer.html
Meals on Wheels
Serve or deliver meals to the elderly and handicap. Numerous organizations throughout Hampton Roads
offer this program. Go the web site and select the city o f your choice.
http://www.mealcall.org/meals-on-wheels/va/
Norfolk Botanical Gardens http://www.nbgs.org/supportnbg/volunteering/index.shtml
Norfolk Environmental Commission http://www.norfolkbeautiful.org/
The Nature Conservancy http://nature.org/wherewework/northamerica/states/virginia/volunteer/
Ocean Conservancy http://www.oceanconservancv.org/site/PageServer?pagename=ta volunteer
Old Dominion University Office o f Student Activities and Leadership
http://smdentservices.odu.edu/stuactivities/volunteer oppt.html
Planned Parenthood o f Southeast Virginia
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They ask for a minimum commitment o f 3-6 hours a week for at least 6 months. All volunteers are
required to complete job specific training and orientation.
http://www.ppsev.org/volunteers.html

Portsmouth Clean Com m unity Commission (801 Crawford St., 5th Floor, Portsmouth,
VA 23704)
http://www.portsmouth.va.us/cleancom/index.htm
Contact: (7 5 7 ) 3 9 3 - 5 6 2 8 ,
Portsmouth Humane Society http://www.portsmouthhumanesocietv.org/
•

Shelter Volunteers http://www.portsmouthhumanesocietv.org/volunteer.html

Ronald McDonald House Charities http://www.rmhcnorfolk.com/
Results, Inc.
International grass-roots citizens movement dedicated to creating the political will to end hunger and
poverty in the US and abroad. Most volunteer tasks involve letter-writing or phoning about issues. The
local group focuses on domestic (US) political issues to end poverty.
Contact: Local Group Leader (757)437-7047
http ://www.results.org/website/article.asp?id= 19
Rudy Inlet - Owl Creek Watershed Partnership

The Rudee In le t - Owl Creek Watershed Partnership was formed to preserve, protect
and restore the natural beauty and resources of the watershed area. The
organization's mission is to restore the health and beauty o f the land and waterways
of the Rudee In le t - Owl Creek Watershed and to enhance the quality of life for
present and futu re generations.
http ://www. saverudeeinlet.com/
Salvation Army Tidewater Area Command
http://wwwl.salvationarmv.org/uss/www uss tidewater.nsf/vw-dvnamicarravs/FF96882CC255A85A80256EB50054636E?openDocument
Samaritan House
Your time and caring are needed. They rely on volunteers to assist the staff with the needs o f children,
food, crisis telephone intervention, fund-raising maintenance, and clerical.
Contact: Jackie at (757) 631-0710 or email iackiem@samaritanhouseva.org
http://www. samaritanhouseva. org/
Sentara Hospice
Seeks responsible, compassionate volunteers needed to provide “end o f life” friendships and emotional
support to patients and their families in Hampton Roads. They ask for a commitment o f 2-4 hours per
week for a minimum o f six moths. Volunteers must complete an eight-hour training.
Contact: Lyn Carroll (757) 549-5649 or lscarrol@sentara.com
http://www.sentara.com/homecare/hospice/volunteers.htm
Stand up For Kids o f Hampton Roads Virginia
Empower homeless and street kids toward lifelong personal growth through a national on the streets
program. Create in these youth a caring and belief in themselves through open straightforward counseling
and educational programs. Thereby, attaining the life skills necessary to become effective members o f the
community. http://www.standupforkids.org/standupforkids/locaFvirginia/index.html
Contact: (800) 365-4KID , email: Norfolk@standupforkids.org
SPCA Virginia Beach http://www.vbspca.com/getinvolved volunteers.html
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SPCA Norfolk http://www.norfolkspca.com/Volunteer%20Proeram.htm
Tidewater Aids Crisis Taskforce http://www.tact-online.com/
Transitions Family Violence Services (Peninsula)
Transitions helps people affected by domestic violence build stable, self-sufficient lives by providing
shelter, supportive and community outreach services. They have numerous volunteer, such as working in
their emergency shelter or on their hotline, participating in the after-school program, and being a legal
advocate. There is a 24-hour classroom and 8 -hour buddy training requirement for any volunteers working
hands-on with clients. They also offer internships to college students.
Contact: Linda Adolph (757)728-0025
http://www.transitionsfvs.org/
United Way Day o f Caring
A community-wide event that exposes over 2,000 company volunteers to the mission and needs o f more
than a hundred local non-profit organizations. This event has always helped to provide people with a
positive experience in helping others, http://www.unitedwavshr.org/cc day about.htm
United Way of the Virginia Peninsula (web site under construction) (739 Thimble Shoals Blvd, Newport
News, VA 23606) http://www.uwvp.org/
Contact: (757) 873-9328
USO
The USO o f Hampton Roads acts as a bridge between the military and civilian communities to help provide
the military member a "home away from home". Their sole mission is to provide Information and Referral.
Family Outreach, and Quality o f Life Programs for the over 200,000 active duty military personnel and
their family members based in Southeastern Virginia, http ://www.usohr.com/mainpages/support.html
Virginia Beach Volunteer Council http://www.vbgov.com/careers/volunteer/
V ir g in ia B e a c h P a r k s a n d R e c r e a tio n — C le a n C o m m u n ity S e r v ic e s
h t tp ://w w w .v b g o v .c o m /d e p t/p a r k s /c le a n c o m m u n ity /
•

S to r m D r a i n S te n c ilin g h t tp ://w w w .v b g o v .c o m /d e p t/p a r k s /c le a n c o m m u n i tv / 0 .1 4 3 0 .2 3 6 7 .0 0 .h tm l

•

H e lp in g H a n d s h t tp ://w w w .v b g o v .c o m /d e p t/p a r k s /c le a n c o m m u n i tv / 0 .1 4 3 0 .8 0 6 8 .0 0 .h tm l

V ir g in ia D e p a r tm e n t o f C o n s e r v a tio n a n d R e c r e a tio n ( D C R ) h ttp ://w w w .d c r .s ta te .v a .u s /p a r k s /v o ln te e r .h tm
•
•

V ir g in ia S ta te P a r k s h t tp ://w w w .d c r .s ta te .v a .u s /p a r k s /v o ln te e r .h tm
S te w a r d s h ip V ir g in ia ( G o t a n id e a f o r a p r o je c t? R e g is te r y o u r e v e n t h e re )
h ttp ://w w w .d c r .v ir g in ia .g o v /s te w a r d s h ip /in d e x .h tm

•

Stewardship Virginia Registered Events (take part in a registered event)
http://www.dcr.Virginia, gov/ stewardship/svevents.htm

•

N a tu r a l H e r ita g e P r o g r a m ( V o lu n te e r I n te r n s h ip s ')
h ttp ://w w w .d c r .v ir g in ia .g O v /d n h /n h io b s .h tm # in te m

V ir g in ia L iv in g M u s e u m

Required to com m it to one regularly scheduled shift (usually four hours) per week fo r a

m inim um o f 10 weeks. Bi-weekly or once per m onth schedules can be arranged.
http://www.visitwilliamsburg.com/va living.htm
Wildlife Response, Inc.
A nonprofit organization of home-based volunteers that maintain and supply a network to care for animals
needing assistance. They offer up to date training for licensed rehabilitators and volunteers interested in
becoming rehabilitators http://www.wildliferesponse.org/
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•

Education Volunteer
The education committee does a variety o f programs from visiting elementary schools, to
presenting to local civic leagues and bird watching clubs) Contact: Lisa Barlow, LVT

(President), (757) 543-7000, P.O. Box 2904 Chesapeake, VA 23327,
buteosvr@aol.com
Youth Crisis Network http://vouthcrisisnetwork.org/volunteers.htm
YMCA o f South Hampton Roads http://www.vmcashr.org/default.asp?ID=159

Shelters and Other Outreach Programs in Hampton Roads (Organizations Without Web Sites):
Catholic Worker Hospitality House and Morning Soup Line (Norfolk!
Cook meals, clean, and/or provide home and yard maintenance at the Catholic Worker House located at
1321 West 38th Street.
Feed the homeless by working the morning soup line on Tuesday, Thursday or Saturday morning. Food
preparation starts at 6:30 AM at Sacred Heart Church located at Princess Ann Rd and Colonial Rd in
Ghent. Food is served at 7:00 AM on Salter St along the cemetery wall. The event wraps up around 8:30
AM.
Contact: (757) 423-5420
Brighton Rock AME Zion Church (1300 Center Ave, Portsmouth, VA 23704)
This organization offers a number o f outreach programs for children from low income homes. Volunteer
opportunities include:
•
Study Buddies Program - this is an after-school program where adults assist children (K-12) with
homework.
• Kids Cafe - serve a hot meal for the children in the Study Buddies Program.
• Protect and Respect Program - mentor a child (ages 6-15) at the church forl-2 hours per week. A
schedule of events, such as games, academic skill development, arts and crafts, etc. is coordinated
for you.
•
Grand’s Pals - this program assists grandparents that are raising children (grandparents as
parents). Give grandparents a break or night out by accompanying their children on filed trips and
other excursions. The church schedules the activities.
Contact: (757) 393-0570
Citizen’s Committee to Protect the Elderly
If you have a special sensitivity for the elderly, you may wish to become a volunteer visitor or participate in
community service projects in long-term care facilities across Southern Hampton Roads. Volunteer visitors
are asked to make weekly one hour visits to nursing home residents as part of their Humanitarian Visitors
Program. Additionally, their Community Service Program offers opportunities for groups to serve on
activities like running Bingo, music, art, and projects at the homes o f elderly people. Volunteers are also
needed for grant writing, fund raising and office work. Training sessions are held from 5:30 - 7:30 p.m. in
Virginia Beach and Portsmouth on the third and forth Wednesday, respectively. Internships are also
available for college students.
Contact: (757) 518-8500
Empower Hampton Roads
A local coalition o f faith communities that are committed to sharing their collective energies, needs and
faith as they bring the message o f justice to those who make and shape social policy for the people of
Hampton Roads. The group’s aim is to lend to the impoverished, underrepresented and disenfranchised in
our communities the lobbying power o f a big business. The group’s political advocacy efforts are focused
on the following three issues: Affordable Housing, Education, and Jobs/The Economy. A task force for
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each issue has been established. If you are interested in serving on a task force, contact one o f the (link to
“ participating churches”).
Friends of the Elderly Transitional Housing (9534 B 20th Bay St, Norfolk, VA 23518)
Provide office, maintenance and case management or social work for occupants in transitional housing.
Contact: (757) 362-2302.
Haven House (131 D View Ave, PO Box 6044, Norfolk, VA 23508)
There are numerous volunteer opportunities at this homeless shelter including tutoring children, story time,
baby hugging, cooking, answering phones, donation sorting, homework helper, movie party assistant, and
more. A volunteer calendar of events in generated each month. Call for a calendar.
Contact: (757) 622-6400
H.E.R Shelter - Help and Emergency Response (Portsmouth)
This shelter houses battered women and their children. H.E.R offers numerous volunteer opportunities as
well as internships. Volunteer opportunities include: Tutoring children and accompanying them on filed
trips; administrative, fund raising, and marketing assistance; assisting with special events; transporting
residents; professional services such as home maintenance, pro-bono legal services, beautician services,
exercise classes, auto repair, etc.; co-facilitating a support group, and advocacy work. H.E.R. also provides
training for volunteers who want to work their crisis hotline.
Contact: Latrice Carter (757) 485-1445
Judeo-Christian Outreach Center. Inc. (1053 Virginia Beach Blvd, Virginia Beach, VA 23451)
There are a number o f volunteer opportunities with this organization from working the kitchens preparing
meals to assisting with their preschool program, kids club, and tutoring. They also need volunteers for their
thrift store.
Contact: (757) 491-2846
Make a Difference Foundation (396 S W itchduck Rd, Suite 202, Virginia Beach, VA 23464)
In addition to helping students with the SAT and college preparation, the Make a Difference Foundation
tutors kids from K-12. Their Hispanic Outreach Program deals with the problems and issues that the
Hispanic community faces. They also help juvenile offenders and provide leadership training for youth and
their families).
Contact: (7 5 7 ) 6 1 5 - 6 1 0 9
NEST (Norfolk Emergency Shelter Team!
This is a volunteer coalition of churches, synagogues, community groups and caring people who offer
emergency shelter and food to the homeless, on a weekly rotating basis, from mid-November through midApril. Call the phone number below to find out the sponsoring organization for the week. You will need to
contact the sponsoring organization to volunteer.
Contact: (757) 622-2549
Our House Family Shelter (405 D St, Chesapeake, VA 23324)
No formal volunteer program is established; however, volunteers are welcome to share their knowledge and
skills by developing a workshop, training program, or other activity o f their choice, based on their interests
and skills, that would benefit the homeless mothers and children at this shelter.
Contact: (757) 545-4075 or (757) 543-8344
Paint Your Heart Out Chesapeake (Chesapeake Rotary Club) - This volunteer opportunity is for 15-25
person groups (not individual volunteers). The program is designed to assist carefully selected elderly,
handicap and low income home owners by painting home exteriors, making modest repairs, landscaping
yards, and provide protection against insects and fire. The event is held the third Saturday in April. A team
leader must be appointed. The team leader will be required to attend pre-event meetings and will work
closely with a Rotary Club leader in the planning process. This is a very fun, rewarding and popular
volunteer opportunity. More teams volunteer than are usually needed.
Contact: Kent, (757) 436-0293, 100 Volvo Parkway, Chesapeake, VA 23320
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Paint Your Heart Out Virginia Beach (Virginia Beach Rotary Club) - This volunteer opportunity is for 1525 person groups (not individual volunteers). The program is designed to assist carefully selected elderly,
handicap and low income home owners by painting home exteriors, making modest repairs, landscaping
yards, and provide protection against insects and fire. The event is held in April. A team leader must be
appointed. The team leader will be required to attend pre-event meetings and will work closely with a
Rotary Club leader in the planning process. This is a very fun, rewarding and popular volunteer
opportunity.
Contact: Buddy Redfeam (757) 621-1146
PARC Place Shelter (Portsmouth)
A great volunteer opportunity/experience for someone who enjoys teaching or sharing their knowledge and
skills with adults and/or children. Tutor children or develop a workshop, topic o f your choice, that you feel
would benefit or be of interest to the homeless family members at the shelter. Separate workshops are
offered for adults and children. Workshops are held once per week, alternating Wednesdays and Thursdays
from 7-8 PM. Examples o f workshops that have been held in the past include: parenting skills, substance
abuse, managing money, tutoring, art, music, reading, dance, etc.
Contact: Nicole Abdullah (757) 393-4246
Portsmouth Christian Outreach Ministries (910 7th St, Portsmouth, VA 23707)
Call for volunteer opportunities.
Contact: (757) 397-4570
Portsmouth Volunteers for the Homeless (120 High St, Portsmouth, VA 23704)
Coordinates winter shelter for the homeless from mid-November through mid-March at various
participating churches. Volunteers are needed to work the overnight shift at church shelters and also to
assist with the intake process.
Contact: (757) 399-0200
Salvation Armv M en’s Shelter (203 W. 19th St, Norfolk, VA 23517)
Many volunteer opportunities are available during the holiday season, as well as meal distribution via the
“Daily Soup Truck” that runs at 8 AM and 5 PM daily.
Contact: (757) 622-3471
Salvation Armv Peninsula Social Services Center (1033 Big Bethel Rd, Hampton, VA 23666)
Special programs for young people, emergency assistance with food and rent, clothing, furniture,
prescriptions, special holiday assistance and disaster relief. Volunteer needs vary throughout the year, so
call for current volunteer opportunities.
Contact: (757) 838-4875
Suffolk Shelter for the Homeless (400 Finney Ave, Suffolk, VA 23434)
Many volunteer opportunities to support the adults and children at the shelter, such as providing
transportation, collecting and distributing school supplies and clothing, tutoring, mentoring, and assisting
with after-school activities.
Contact: (757) 934-1353
Union Mission
Includes the following locations:
Men’s Shelter (130, Brook Ave, Norfolk)
Family Shelter (120 Brook Ave, Norfolk)
Hope Haven Children’s Home (3000 N. Landing Rd, Virginia Beach)
Hope Haven Adult Home (3000 N. Landing Rd, Virginia Beach)
Union Mission Thrift Stores (4016 E. Indian River Rd, Chesapeake and 2411 Granby St, Norfolk)
(link to volunteer document “Union Mission Volunteer Opportunities”!
Contact: Linda Jones (757) 627-8686
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YWCA (5215 Colley Ave, Norfolk, VA 23508)
This organization provides advocacy, counseling and referral to other community resources and a shelter
for battered women and children. Volunteers are needed for their Women in Crisis Program and their
Before and After School Programs (sorting donations, transporting clients, childcare, tutoring, etc.). They
also offer a training program for volunteers to man the hotline for their Sexual Assault Support Services
Program. Contact: (757) 625-4248
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APPENDIX D
SUGGESTIONS FOR COMMUNITY SERVICE DISCUSSION
Suggestions for Community Service Discussion
Rather than have each student present what they did for their community service activity
to the whole class, I suggest the following group discussion activity that requires students
to see how their activity fits into the broader scope of solutions for particular
environmental problems.
1. Have the students get into groups based on the main PROBLEM their community
service activity addressed. Students can name the problems themselves, or here is a list to
chose from:
Air pollution
Water use, water pollution
Litter
Energy use
Protection o f ecosystems (forests, wetlands, etc.)
Habitat Creation or Preservation
Waste Disposal/Reduction
Recycling
Wildlife Protection
City Parks/Neighborhoods
Gardens/Community Gardens
Endangered Species
Educating others about the environment
Other
2. In their groups, students should take turns briefly explaining what they did for their
community service activity and how it affected them (how it made them feel, what it
made them think about, how it affected their beliefs) and what they learned from it
3. As a group, the students should then answer the following questions related to the
problem addressed by their community service activities:
1 . how significant is this problem?
2 . how did the service activities contribute to a solution for that problem? (did any
of them make a significant contribution?)
3. what are other ways in which this problem is currently addressed?
4. what are other possible ways the problem could be addressed?
4. Each group should present to the group outlining the problem, current solutions
(especially what people in the group did), and possible future solutions (You may want to
collect these since the discussion is supposed to be worth part of their CS project grade).
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APPENDIX E
ALTERNATIVE PROJECT: ASSIGNMENT DETAILS
Alternative Project - Assignment Details
Your discussion session has been randomly selected to complete an alternative assignment in
place of the community service requirement. A small percentage of students have been selected
not to participate in community service activities so that the effect of having students do
community service can be measured and evaluated. We appreciate your willingness to cooperate
as new instructional techniques are implemented.
Alternative Assignment
Research a business or an environmental organization. Collect information from several different
reliable sources. Compile your findings in a cohesive paper, approximately 4-5 pages long
(double spaced, 12 point font). Be sure to cite your references in your paper. This assignment is
worth 100 points.
Choose from the following topics:
1. Research a business or organization and the environmental impacts it has. For example, Ben &
Jerry’s are known to promote environmental friendly management practices, whereas Nike has
received a great deal of criticism for its practices. You can compare and contrast two competing
companies if you’d like. Ideas conclude: Chicken of the Sea, oil companies, mining companies,
Perdue, McDonald’s, auto manufacturers (German vs. American). Select a company that interests
you.
2. Research a local environmental organization. Why does the agency exist? What purpose does it
serve? What problems does it address? How successful is it in addressing the problem?
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APPENDIX F
SOLICITATION FOR MODEL 1 GAS
Volunteer GAs sought for General Abuse! ©
We need GAs who are interested and willing to do a special GA-led Group Community
Service Project with ONE of their discussion sections.
This means that your group will come up with an idea for a community service activity
and your class as a group will do that activity. This does not mean joining a pre-existing
activity listed on the community service website.
This entails:
•
•
•
•

•

Brainstorming and researching with your students an idea for a group
community service project
Having the students decide what group community service project they would
like to do (in other words - you do NOT assign them an activity)
Having students help organize the project. You will probably have to do some
organizing yourself
Leading students in the implementation of the project (the actual activity may
be less than 5 hours because o f all the preparation you and the class put into
designing the activity)
Leading a discussion after the activity to reflect on its success

Students who cannot participate in the group activity would either play some different
role (planning, advertising etc.) or would have to do a separate community service
activity that they arrange on their own.
Reward for general abuse: the personal satisfaction of empowering students and doing
something really cool, in other words, nada. ©
P oten tial Targets

Already targeted for abuse: Christin, Kristen, Melissa, Ram, Xiushan, Brent, Ashutosh,
Emily
You indicated you would be interested in the group 1 option presented last time.
Please opt IN or OUT at break.
More volunteers wanted.
Thanks!
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APPENDIX G
ONLINE ANNOUNCEMENT- SOLICITING PARTICIPATION FROM NEWPAGE
STUDENTS

Dear NewPAGE students:
We are interested in your feedback regarding the NewPAGE course you are currently
enrolled in. The evaluation team has developed a series of surveys that ask questions on
your knowledge, attitudes, and behaviors regarding the environment as well as your
attitudes and opinions about NewPAGE and the University environment. Surveys will
take approximately 20-45 minutes to complete. These surveys are worth a total of 5%
(50 points) of your grade. You DO NOT have to participate in these surveys in order to
receive course credit (see NewPAGE course syllabus for information on alternatives).
All surveys are confidential and all data will be reported in group, not individual,
formats. All surveys are available online.
This project has been approved by Old Dominion University’s Institutional Review
Board. It has been found to be exempt (04-076).
To take the Pre-course survey (15 points), please click on the link below. Make sure you
have your University Identification Number (UIN) with you when you take the survey.
You must enter your UIN number on the survey in order for us to record your course
credit for completing the survey.

For more information please contact a member of the evaluation team.

NewPAGE Evaluation Team:
Jennifer Ann Morrow, Ph.D.
Assistant Professor o f Psychology
(757) 683-4448
jmorrow@odu. edu

Shana Pribesh, Ph.D.
Assistant Professor of Education
(757) 683-6684
spribesh@odu.edu
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APPENDIX H
TABLE 33: COMMUNITY SERVICE MODEL ASSIGNMENT BY GA
Table 33
Community Service Model Assignment by Graduate Assistant

GA Name CRN

Time

Days

BLDG

Room

n

CS Model Assigned

Ab

28307

1100-1150AM

MF

ALFRN

105

20

2

Ab

28388

1000-1050AM

MF

ED

157

22

3

Ab

28387

900- 950AM

MF

ED

157

9

4

Ad

28312

800- 850AM

MW

BAL

102

28

2

Ad

28313

900- 950AM

WF

BAL

216

28

2

Ad

28314

1000-1050AM

WF

BAL

216

28

2

A1

28355

1000-1050AM

MW

CONST

1043

28

2

At

28889

800-850 AM

MW

GRSHM

20

2

A1

28890

900-950 AM

MW

GRSHM

25

2

B

28357

1200-1250PM

MF

CONST

1043

19

2

Ca

28378

1000-1050AM

MF

CONST

2100

23

2

Ca

28332

1100-1150AM

MW

SPONG

114

28

3

Ca

28377

900- 950AM

WF

CONST

2 10 0

8

4

Co

28887

800-850 AM

MW

WHRST

15

2

D

28380

100- 150PM

MW

CONST

2 10 0

22

2

D

28308

1200-1250PM

WF

ALFRN

105

27

3

D

28393

200- 250PM

WF

ED

212

11

4

Fi

28353

200- 250PM

MW

CONST

1042

27

2

Fi

28350

1200-1250PM

MW

CONST

1037

26

4

Fo

28311

900- 950AM

WF

CONST

2134

28

2

Fo

28337

1200-1250PM

MW

CONST

1008

28

2
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Table 33 Continued

GA Name CRN

Time

Days

BLDG

Room

n

CS Model Assigned

Fo

28363

1000-1050AM

MW

CONST

1052

26

2

Ga

28347

200- 250PM

WF

CONST

1024

14

2

Ga

28348

300- 350PM

MW

CONST

1024

28

2

Ga

28362

100- 150PM

MW

CONST

1048

16

2

Go

28372

1100-1150AM

MW

CONST

1060

28

1

Ham

28309

800- 850AM

MW

BAL

230

28

2

Ham

28317

900- 950AM

MW

BAL

238

28

2

Ham

28383

1000-1050AM

MW

DIEHN

142

21

2

Han

28340

1200-1250PM

MW

CONST

1009

28

1

Han

28342

100- 150PM

MW

CONST

1009

28

2

Han

28343

200- 250PM

MW

CONST

1009

28

3

Kel

28885

900-950 AM

MW

RGRS

15

1

Kel

28374

100- 150PM

MW

ED

157

18

2

Kel

28349

1200-1250PM

WF

ED

141

24

3

Ki

28333

200- 250PM

MW

BAL

336

28

1

L

28392

1100-1150AM

MF

ED

2 10

22

2

L

29969

1200-1250PM

MW

DIEHN

142

24

2

McL

28886

900-950 PM

MW

RGRS

15

1

McL

28891

730-820 PM

MW

GRSHM

24

2

McM

28330

100- 150PM

MF

BAL

331

24

2

McM

28331

200- 250PM

MF

BAL

331

21

2

Me

29056/Hon

100- 150PM

MW

CONST

1043

24

2

Mi

29055/Hon

1200-1250PM

MW

CONST

2134

15

1

Mi

28371

200- 250PM

MW

CONST

1059

9

2
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Table 33 Continued

GA Name CRN

Time

Days

BLDG

Room

n

CS Model Assigned

Mi

29610

1:00-1:50 PM

MW

CONST

1055

19

3

Mo

28365

100- 150PM

MW

CONST

1052

25

3

Mo

28364

1200-1250PM

MW

CONST

1052

28

4

O

29611

7:00 PM

W

ED

2 10

19

2

O

28384

100- 150PM

MF

DIEHN

221

17

2

Oz

28315

200- 250PM

WF

BAL

216

27

2

Oz

28316

300- 350PM

WF

BAL

230

28

2

Pa

28319

200- 250PM

MW

BAL

242

28

2

Pa

28320

300- 350PM

MW

BAL

242

28

2

Pa

28327

1000-1050AM

MW

BAL

331

24

2

Pr

28346

1200-1250PM

MW

CONST

1024

28

1

Pr

28345

1100-1150AM

MW

CONST

1024

28

2

Pr

28386

900- 950AM

MW

ED

141

12

2

R

28334

300- 350PM

MW

BAL

338

28

2

Sa

28335

200- 250PM

MW

BAL

340

28

2

Sa

28368

1000-1050AM

MW

CONST

1055

29

2

Sa

28369

1100-1150AM

MW

CONST

1055

28

2

Sc

28329

1200-1250PM

MW

BAL

331

24

2

Sc

28352

100- 150PM

MW

CONST

1042

26

2

St

28360

100- 150PM

MW

CONST

1047

28

2

St

28361

200- 250PM

MW

CONST

1047

28

2

Su

28351

1000-1050AM

MW

CONST

1042

28

2

Su

28354

900- 950AM

MW

CONST

1043

21

2

Su

28416

1200-1259PM

WF

OCNPS

205

23

2
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Table 33 Continued

GA Name CRN

Time

Days

BLDG

Room

n

CS Model Assigned

Sut

28381

200- 250PM

MW

CONST

210 0

11

2

Sut

28419

0100-0150PM

MW

OCNPS

202

13

2

Sut

28888

1000-1050 PM

MW

WHRST

15

2

X

28359

900- 950AM

MW

CONST

1047

8

1

X

28600

100-250PM

S

BAL

232

20

2
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APPENDIX I
BIVARIATE CORRELATIONS NARRATIVE AND TABLES 34-41

Bivariate Correlations
Bivariate correlations were done on all non-categorical variables to examine the
relationship between pertinent variables and to check for multi-collinearity, an
assumption for multiple linear regressions.

The Relationships between Emotions and Other Variables
Correlations between Gender & Emotional Reaction, and Race & Emotional
Reaction. Females have a significant slight negative correlation with many of the
negative emotions: anger, anxiety, fear, and guilt, and with “other” emotion.
Interestingly, African Americans have a slight negative correlation with every emotion
except surprise. Only the correlations with personal satisfaction (-.09), happiness (-.09),
and “other” emotion (-.09) are significant. The “other” race category which includes
Asian/Pacific Islanders, Hispanics, Native Americans and unspecified races, had a slight
significant positive correlation with compassion. All correlations are listed in Table 34.
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Table 34

Correlations between Gender & Emotional Reaction, and Race & Emotional Reaction
(N=735)

Personal satisfaction

.07

Anger

Caucasian

African American

Other
I

Female

1
1

Variable

- .0 1

Disgust

-.05

- .0 1

- .0 2

.05

Compassion

.04

.0 0

-.07

.08*

- .0 2

.0 1

-.03

.03

Happiness

.05

.04

-.09*

.06

Surprise

.03

- .0 1

.0 0

.03

-.03

-.08

.07

Pity

l

©
00
*

1

©
'O
*

.05
.04

Anxiety

- .0 2

.05

Fear

-13**

.0 0

-.04

.05

Guilt

_ Q9**

.04

-.04

.03

.09*

-.09*

.0 0

.0 1

.0 1

.07

“Other” emotion
Mean emotional intensity

11

**

-.03

Note. *p < .05. **p < .01.
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Correlations between Emotional Reactions. Many emotions were correlated with
each other. As could be expected positive emotions such as personal satisfaction and
happiness, were typically positively correlated with other positive emotions and
negatively correlated with negative emotions, such as anger and disgust. Likewise,
negative emotions such as anger or disgust were positively correlated with other negative
emotions and negatively correlated with positive emotions. However, some emotions
namely, fear, pity, guilt, anxiety, or surprise were positively related to all other emotions.
All correlations are listed in Table 35.
Correlations between Emotional Reactions and Post-test Attitudes. Emotions also
showed significant relationships with the outcome variables community service attitude,
evaluation o f community service, and social and civic responsibility. Almost all emotions
had significant relationship with all three outcomes, but personal satisfaction,
compassion, happiness and surprise had the highest correlations. These relationships were
in the low to moderate range. Mean emotional intensity also showed a significant low
correlation with the dependent variables. All correlations are listed in Table 36.
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Table 35

Correlations between Emotional Reactions (N=735)
Variable

PS

D

A

C

Pity

H

S

X

Fear

Guilt

Personal Satisfaction
1

-.15**

-.04

.61**

.25**

.67**

31**

13**

.16**

.18**

Anger (A)

-.15**

1

.65**

-.03

.26**

_ 14**

.2 0 **

.36**

..39**

.35**

Disgust (D)

-.04

.65**

1

-.04

.32**

_ 14**

.25**

.28**

Compassion (C)

.61**

-.03

-.04

1

.43**

.62**

.26**

.26**

.28**

.2 2 **

Pity

.25**

.26**

.32*

.43**

1

27**

.30**

**

.50**

46**

Happiness (H)

.67**

_ 1 4 ** _ 1 4 **

.62**

1

.38**

.18**

.16**

.16**

Surprise (S)

.31**

.2 0 **

.25**

.26**

.30**

.38**

1

.35**

**

.32**

Anxiety (X)

.13**

.36**

.28**

.26**

**

18**

.35**

1

.61**

43**

Fear

.16**

**

.37**

.28**

.50**

.16**

3 4

.61**

1

.62**

Guilt

.18**

.35**

39**

.2 2 **

.46**

.16**

32**

**

.62**

1

.0 2

.35**

28**

14**

31**

.07

.25**

40**

.56**

40**

.46**

4 7

**

.56**

64**

.47**

.59**

.63**

.69**

.63**

(PS)

“Other” emotion
Mean emotional

4 7

**

3 9

2 3

4 4

**

**

4 4

4 3

3 7

3 4

intensity

Note. *p < .05. **p < .01.
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Table 36

Correlations between Emotional Reactions and Post-test Attitudes (N=735)

Sense of belonging sub-scales

Variable

CS Attitude

PI

PFS

.1 0 *

-.07

.18**

-.04

-.08

- .0 1

-. 1 0 *

.0 1

-.06

- .0 1

-.03

- .0 1

12

CS Eval

SCR

PPS

.61**

41**

17**

PCC

Personal
satisfaction
Anger

.57**
_

-.18**

_

17* *

-

12

Disgust

-. 1 0 *

-.09*

Compassion

.45**

4 7

Pity

**

**

.28**

.08

.0 1

.17**

17**

.09*

.0 0

-.04

.04

-.05

Happiness

.51**

.55**

34 * *

17**

.0 1 *

-.08

14**

Surprise

31**

.35**

18**

.08

.03

-.03

11

Anxiety

.09*

14**

Fear

] ] **

Guilt

.18**

“Other” emotion

.0 1

Mean emotional

.31**

.0 2

-.06

13**

-.07

- .0 2

.2 0 **

.1 0 *

- .0 1

34 * *

11

**

**

**

.07

-. 1 0 *

-.08*

.0 2

-.03

.04

-.07

-.03

-.03

-.05

-.06

-.06

.04

- .0 1

.18**

.04

-.04

.0 1

.0 2

intensity

Note. CS = community service, Eval = evaluation; SCR = social/civic responsibility; PPS = perceived peer

support; PCC = perceived classroom comfort; PI = perceived isolation; PFS = perceived faculty support.
*p < .05. **p < .01.
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Correlations between Emotional Reactions and Other Moderating Variables.
Several emotions were also correlated with students’ attitudes toward NewPAGE and
toward their discussion section. Personal satisfaction showed the highest correlation
followed by happiness and compassion, all of which had positive relationships. All
correlations are listed in Table 37.
The type of community service was also related to students’ emotional reactions.
Most notably, participation in activities directly helping others was positively correlated
with compassion while participation in activities that were generally beneficial to the
community was negatively correlated to compassion. The same was true of happiness and
to a lesser degree, personal satisfaction. All correlations are listed in Table 37.

Relationships between Moderating Variables and Outcome Variables
Students’ attitudes toward the NewPAGE class and toward their discussion
sections had significant relationships with all of the outcome variables. Students’
attitudes toward NewPAGE was more highly correlated, particularly on community
service attitude (.53), community service evaluation (.48), social and civic responsibility
(.39), and perceived faculty support (.24). Students’ attitudes their discussion section also
had significant positive relationships with the outcomes, including community service
attitude (.35), community service evaluation (.33), social and civic responsibility (.32),
perceived faculty support (.31), and perceived peer support (.25). All correlations are
listed in Table 38.
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Community service type showed slight correlations with community service
attitude and evaluation. Participation in activities directly helping people showed the
highest correlations. All correlations are listed in Table 38.

Table 37
Correlations between Emotional Reactions and Other Moderating Variables (N=735)

NP Attitude

DS Attitude

.28**

22**

.18**

.0 1

-.16**

Anger

-.03

-.06

_ 1 3 **

-.03

.16**

Disgust

.03

.0 2

-.18**

. 1 2 **

.27**

.24**

.13**

29**

. 1 1 **

_ 3 4 **

.07

.0 0

24**

.08*

-.18**

Happiness

.28**

.18**

.2 2 **

.08*

- 29**

Surprise

.23**

.0 2

-.09*

Anxiety

.05

-.05

.05

.07

1

Type of Community Service

Variable

Fear

.04

- .0 2

.05

.03

-.06

Guilt

.13

.0 1

- .0 1

-.04

.04

“Other” emotion

-.05

-.06

.0 0

.04

-.03

Mean emotional intensity

19**

.07

.1 0 *

.0 2

-.09*

DHO

IHO

HCG

Persona] satisfaction

Compassion
Pity

12

**

10

**

o
80
*

Emotions

Note. NP = NewPAGE; DS = discussion section; DHO = activities directly helping other people; IHO =

activities that may indirectly help other people; HCG = activities that helped the community generally.
*p < .05. **p < .01.
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Table 38

Correlations between Post-test Attitudes and Moderating Variables (N—735)
Type o f Community Service

Variable

NP Attitude

DS Attitude

DHO

.53**

.35**

13**

**

HCG

IHO

Community
service attitude

.05

-.15**

14**

.0 1

.

Community
service evaluation

.48**

3 3

13

**

Social/civic
responsibility

**

32**

.03

.0 1

-.03

.15**

.25**

.0 1

- .0 2

.0 0

13* *

19**

.0 0

.04

- .0 2

-.08*

-.04

-.03

.04

31**

.0 2

- .0 1

2 9

Perceived peer
support
Perceived
classroom comfort
Perceived
isolation

.0 1

Perceived faculty
support

24**

- .0 1

Note. NP = NewPAGE; DS = discussion section; DHO = activities directly helping other people; IHO =

activities that may indirectly help other people; HCG = activities that helped the community generally.
*p < .05. **p < .01.
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Relationships between Gender, Race and Pre- and Post- test Variables
There were some slight significant relationships between gender and the post test
variables. Femaleness has a slight positive correlation with all three outcomes and sense
of belonging. Being Caucasian was slightly negatively related to community service
attitudes and evaluations, but slightly positively related to sense of belonging. “Other”
races were positively related to isolation and negatively correlated to sense of belonging.
All correlations are listed in Table 39.

Relationships between and among Pre-test and Post-test Variables
As could be expected, corresponding pre-test/post-test measures were
significantly moderately positively correlated. Pre-test community service attitude was
also moderately positively correlated with community service evaluation (.53). Post-test
community service attitude was highly correlated with community service evaluation
(.87). Post-test social and civic responsibility was moderately positively correlated with
community service attitude (.55) and community service evaluation (.48). There were
also some moderate correlations between the four sub-factors of sense o f belonging.
Perceived peer support was positively correlated with perceived classroom comfort (.52)
and perceived faculty support (.47) and negatively correlated with perceived isolation (.44). None of these relationships represents a multi-collinearity problem so this
assumption for multiple regression is tenable. All correlations are listed in Tables 40 and
41.
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Table 39

Correlations between Gender & Pre- and Post-test Attitudes, and Race & Pre- and
Post-test Attitudes (N=735)
Female

Caucasian

Emotional baseline

24**

-.04

.03

- .0 1

Community service attitude

17* *

-. 1 2 **

.07

.07

Social/civic responsibility

17* *

-.04

.03

.06

Perceived peer support

.07

.04

.0 0

-. 1 2 *

Perceived classroom comfort

-.04

.1 2

-.08

-.07

Perceived isolation

- .1 1

-.07

.03

.09*

]**

-. 1 0 *

- .0 2

**

u**

.06

Variable

African American

Other

Pre-test variables

Perceived faculty support

.04

1

Post-test variables

Community service evaluation

. 1 2 **

Community service attitude

io**

_ 1 1 **

.1 0 *

.06

Social/civic responsibility

14**

-.03

.0 1

.05

Perceived peer support

2

i**

.04

-.03

-.04

Perceived classroom comfort

13**

.05

-.03

-.05

Perceived isolation

-. 1 0 *

-. 1 2 **

.09*

.09*

Perceived faculty support

. 1 2 **

.0 2

.0 0

-.04

.

11

Note. *p < .05. **p < .01.
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Table 40

Correlations between Pre-test and Post-test Attitudes (N=735)
Post-test variables

CS Eval

CSA

SCR

PPS

PCC

PI

PFS

.08

-.06

.15**

. 1 2 **

-.08*

i**

-.16

-.45

Pre-test variables

*
*

.2 2 **

.23**

.53**

.62**

.48**

.23**

.43**

00

*
*

Community

**

00

Emotional baseline

.69**

.27**

.14**

.16**

18**

.53**

.27**

.03

.07

13**

.2 2 **

4 7

-. 1 1 *

-. 1 1 *

-.2 1 **

14**

.16**

.2 2 **

12

2

i**

service attitude (CSA)
Social/civic

2

.26**

responsibility (SCR)
Perceived peer support

2 3

**

(PPS)
Perceived classroom

**

-.25**

19**

.42**

-.31**

.48**

-.2 1 **

.32**

.26**

.

.45**

comfort (PCC)
Perceived isolation
(PI)
Perceived faculty

14

**

support (PFS)

Note. Eval = evaluation.
*p < .05. **p < .01.
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Table 41
Correlations between Post-test Attitudes (N=735)

Post-test variables

Community service

CSA

CS Eval

SCR

PPS

PCC

PI

PFS

i**

1

.87**

.55**

2 i**

.1 1 *

- .0 2

.87**

1

.48**

.2 0 **

.09*

- .0 2

.2 0 **

.55**

.48**

1

.27**

.2 1 **

-18**

.27**

.2 1 **

.2 0 **

.27**

1

.52**

.

4 4

.1 1 *

.09*

.2 1 **

.52**

1

-

28**

- .0 2

- .0 2

-.18**

.2 1 **

.2 0 **

.27**

2

attitude (CSA)
Community service
evaluation (CS Eval)
Social/civic
responsibility (SCR)
Perceived peer support

**

4 7

**

(PPS)
Perceived classroom

.45**

comfort (PCC)
Perceived isolation

_

4 4

**

-.28**

1

- 18**

**

.45**

-.18**

1

(PI)
Perceived faculty

4 7

support (PFS)

Note. Eval = evaluation.
*p < .05. **p < .01.
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APPENDIX J
SURVEY INSTRUMENTS
Prior Community Service Experience
(SLPP; Virginia Tech Service-Learning Center, 1996)
Instructions: Please indicate if any of the following apply.
Scale: l=Yes, 2=No
1. Have you ever participated in an organized community service activity?
2. Have you participated in community service as part of a (check all that apply)
□ school or course requirement
□ church or religious activity
□ personal initiative
□ other____________
Scale: l=Just Once 2=Once per year 3=A few times per year 4=A few times a
month 5= Weekly
3. How frequently have you participated in community service?
a.
Just once
Once per year
b.
A few times per year
c.
A few times a month
d.
e.
Weekly

Community Service Attitudes - Pre-test
(NCSS; ABT Associates, 1995)
Instructions: As part of the NewPAGE course, students will be required to serve five
hours of community service. Please indicate the extent to which you agree or
disagree with the following statements.
Scale: l=Strongly Disagree 2= Disagree 3 = Agree, 4 = Strongly Agree
1. The community service requirement is a good idea.
2. The community service I perform for NewPAGE will be a valuable learning activity.
3. The community service I perform for NewPAGE will have an emotional affect on me.
4. The community service I perform for NewPAGE will help me understand the material
in this course.
5. All college students should be required to perform community service.
6 . Everyone who is able should participate in community service.
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Emotional Baseline
(EMB; Marcus, MacKuen, Wolak, & Keele, 2003)
Instructions: Please indicate the extent to which you agree or disagree with the
following statements.
Scale: l=Strongly Disagree 2= Disagree 3 = Agree, 4 = Strongly Agree
1. I consider myself to be a very emotional person.
2. I am more emotional than most of my peers.
3. I am highly sensitive to other people’s emotions.

Community Service Evaluation
(Created by Jennifer Kidd)
1.

2.

Did you participate in community service as part of your requirement for
the NewPAGE course?
a. Yes
b. No
Whydid you not complete the community service assignment?
I was assigned to complete an alternative assignment
I wanted to participate but was unable to for personal reasons (illness,
transportation, work schedule, etc.)
c.
I chose not to complete the assignment (did not agree with requirement, didn’t
like activity choices, etc.)
d. Other

a.
b.

3.

With what organization/institution did you perform your community
service?
a. A local organization/institution
b. A national or international organization/institution
c. It was an ODU-sponsored activity
d. Other

4.

What kind o f issue or problem did your community service activity
address? (please select all that apply)
Air pollution
a.
Water use or water pollution
b.
Litter
c.
Energy use
d.
Protection o f ecosystems
e.
Habitat creation or preservation
f.
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gh.
i.
jk.
1.
m.
n.

Waste disposal/reduction
Recycling
Wildlife protection
City parks/Neighborhoods
Gardens/Community gardens
Endangered species
Educating others about the environment
Other

5. Did you discuss or research the environmental problem(s) you worked on before you
completed the community service activity?
a. Yes, as part of a NewPAGE assignment or activity
b. Yes, but not as part of a NewPAGE assignment or activity
c.
No

Please indicate to what extent you agree or disagree with the following statements:
l=Strongly disagree 2=Disagree

3=Agree

4=Strongly Agree

. I was aware of the environmental problems(s) addressed by my community service
prior to the NewPAGE course.
6

7. I studied the environmental problem(s) addressed by my community experience in the
NewPAGE course.
. My community service experience contributed to my understanding of the
environmental problem(s) I worked on.
8

9. What kind of community service were you involved in? (Check ALL that apply)
□ Education (for example acting as a teacher, mentor, or tutor; promoting awareness)
E Human services (for example working in a homeless shelter, helping the elderly)
□ Environment (for example cleaning up a park or playground, testing water quality)
□ Public Safety (for example drug or alcohol abuse prevention, community policing)
other

10. Were your services mostly; (Check only one)
□ Activities directly helping other people (for example working in a shelter or mentoring
someone)
□ Activities that may indirectly help other people (for example raising money or
collecting food or clothing for people in need)
□ Activities that helped the community generally (for example recycling cans or
cleaning a park or getting signatures on a petition)
other
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Instructions: As part of the NewPAGE course, students will be required to serve five
hours o f community service. Please indicate the extent to which you agree or disagree
with the following statements.
Scale: l=Strongly Disagree 2= Disagree 3 = Agree, 4 = Strongly Agree
Please indicate the extent to which you agree or cisagree with the fol owing statements.
strongly
disagree
Strongly agree
agree
agree
1. The community service I performed for
□
□
□
□
NewPAGE was a valuable learning activity
2. I learned a particular skill that will be
□
□
□
□
useful to me in the future
3. My community service experience had
□
□
□
□
an emotional effect on me
4. The community service I performed
□
□
□
□
helped me understand the material in this
course
5. My community service project was
□
□
□
□
helpful to the community
6 . I have a better understanding of
□
□
□
□
environmental issues in my community as a
result of my community service
7. Participating in community service
□
□
□
□
deepened my interest in the subject matter
o f this course
. When you compare the community
service project to other NewPAGE class
assignments, did you learn....
8

□
much
more

9. Overall, how would you rate your community
service experience?
10. What are the chances that you will participate in
community service in the future?

□
more

□
Excellent
□
No chance

□
about
the
same
□
Good
□
very
little
chance

□
less

□
much
less

□
Fair
□
some
chance

□
Poor
□
very
good
chance
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Emotional Impact of Community Service
(EICS; Marcus et al., 2003)

1. Which of the followving emotions did you experience during your community service
work (check all that aipply and indicate to what degree you felt that way):
Didn’t
Moderate
Strong
Mild
experience
Personal satisfaction
□
□
□
□
Anger
□
□
□
□
Disgust
□
□
□
□
Compassion
□
□
□
□
Pity
□
□
□
□
Happiness
□
□
□
□
Surprise
□
□
□
□
Anxiety
□
□
□
□
Fear
□
□
□
□
Guilt
□
□
□
□
Other
□
□
□
□

Attitudes toward Community Service
(Created by Jennifer Kidd)
Note: the questions listed in the Community Service pre-test comprise the official
community service measure. The same questions were asked again in Midcourse Survey
5. Some of those questions were listed under Community Service Evaluation and some
are listed as part of this measure. The questions were rearranged so that only students
who participated in a community service activity answered questions directly related to
their service experience.
Directions: As part of the NewPAGE course, students were required to participate
in five hours of community service. Please indicate the extent to which you agree or
disagree with the following statements.

1. The community service requirement
was a good idea
2. The community service requirement
should be increased to 1 0 hours or more.
3. More community service activities
should be included in the NewPAGE class
4. Community service activities should
replace other NewPAGE assignments or

Strongly
agree
□

agree

Disagree

□

□

strongly
disagree
□

□

□

D

□

□

□

□

□

□

□

□

□
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activities
5. The community service requirement
should be eliminated
6 . All college students should be required
to perform community service
7. Everyone who is able should participate
in community service

□

□

□

□

□

□

□

□

□

□

□

□

Social and Civic Responsibility
(SCR; ABT Associates, 1995)
Instructions: Below are sentences that have two different endings, one on the left
and one on the right. Using the scale below, please circle the number that best
shows how you would finish the sentences. For example, in the question below,
circling 4 would mean that you ‘sort oF think that people who get good grades
study hard. Circling 1 would mean that you really think that they are just
naturally smart.
Sample: People who get really good grades.....
1= are usually just naturally smart.
grades.

2

3

4

5=usually study hard to get those

Scale: 1 to 5

1. Taking care of people who are having difficulty caring for themselves...
l=is everyone’s responsibility including mine.
5=is not my responsibility.
2. When it comes to saving energy...
1 = it’s everyone’s job to use less.
5=people worry too much about it.
3. Being actively involved in political and social issues...
1 = is not that important to community life.
5= is an important way to improve the community.
4. Cleaning up parks or helping with other environmental projects...
1= should be done for free by people who live in the area.
5= should be done by paid workers.
5. Helping others without being paid...
1 = is not something people should feel they have to do.
5= is something everyone should feel they have to do.
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6

. Being concerned about state and local issues is...
1 = an important responsibility for everybody.
5 = not something in which most people should be involved.

7. Keeping the environment safe and clean...
1= is something I don’t feel personally responsible for.
5= is something I do feel personally responsible for.
8

. Helping a person in need...
1 = is something people should do only for friends or relatives.
5= is something people should do for anyone, even if they don’t know
them.

9. Doing something about school-wide problems...
l=is a job for only a few people who want to be involved.
5=is something every student should be involved in.
10. Helping other people...
l=is something I feel a strong need to do.
5= is something I prefer to let others do.
11. Being actively involved in community issues...
l=is everyone’s responsibility, including mine.
5=is not my responsibility.
12. The problems of pollution and toxic waste....
l=are not something for which individuals are responsible.
5= are everyone’s responsibility to stop.
13. Helping other people...
l=is something I feel personally responsible for.
5= is something I don’t feel personally responsible for.
14. Recycling cans, bottles, and other things...
l=is too much hassle for me to bother with.
5=is everyone’s job including mine.
15. Participating in activities that help improve the community....
l=is an important job for everyone, even beginners.
5= is only the job of people who know how to do it.
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Academic Sense of Belonging
(SBS; Hoffman, Richmond, Morrow, & Salomone, 2002-2003)
Instructions: Answer the questions below about your experiences in college.
l=Completely untrue 2=Mostly untrue 3=Equally true and untrue
4=Mostly true 5=Completely true
1.
2.
3.
4.
5.
6 .

I have met with classmates outside of class to study for an exam
If I miss class, I know students who I could get notes from
I discuss events which happened outside of class with my classmates
I have discussed personal matters with students who I met in class
I could contact another student from class if I had a question
Other students are helpful in reminding me when assignments are due or when
tests are approaching.
7.
I have developed personal relationships with other students in class
8 .
I invite people I know from class to do things socially
9.
I feel comfortable contributing to class discussions
10.
I feel comfortable asking a question in class
11.
I feel comfortable volunteering ideas or opinions in class
12.
Speaking in class is easy because I feel comfortable
13.
It is difficult to meet other students in class
14.
No one in my classes knows anything personal about me
15.
I rarely talk to other students in my class
16.
I know very few people in my class
17.
I feel comfortable talking about a problem with faculty
18.
I feel comfortable asking a teacher for help if I do not understand course-related
material
19.
I feel that a faculty member would be sensitive to my difficulties if I shared them
20.
I feel comfortable socializing with a faculty member outside of class
21.
I feel that a faculty member would be sympathetic if I was upset
22.
I feel that a faculty member would take the time to talk to me if I needed help
23.
If I had a reason, I would feel comfortable seeking help from a faculty member
outside of class time (office hours etc.)
24.
I feel comfortable seeking help from a teacher before or after class
25.
I feel that a faculty member really tried to understand my problem when I talked
about it
26.
I feel comfortable asking a teacher for help with a personal problem
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GA Community Service Discussion Reactions
1. Did you have a community service discussion in your class? YES NO
2. What format(s) did you use for the discussion?
individual presentations
small group presentation/discussions

other:

Please briefly describe what you did:

3. Did you feel the community service discussion was a worthwhile way to spend one
discussion session?

4. Overall, what kinds of experiences did your students report? Worthwhile, waste of
time, etc? Any profound experiences? What were their attitudes toward community
service AFTER completing it?

5. What suggestions do you have for the community service requirement for fall? Log
form, # of hours, group or individual service activities, website listing activities,
reflection paper, group discussion etc.

. If your class participated in a special group project or did the alternative assignment, or
did not do a group discussion, please present your thoughts on what your class did/did not
do and the relative worth/success.
6
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